Professional development and sustained change in teachers’ practice by Herbert, Paul A.
  
  
 
 
 
PROFESSIONAL DEVELOPMENT 
AND SUSTAINED CHANGE IN 
TEACHERS’ PRACTICE  
 
Master of Professional Studies  
 
Professional Studies 
Faculty of Business, Education and Law 
 
 
Principal Supervisor: Associate Professor, Lee Fergusson, PhD 
Associate Supervisor: Senior Lecturer Luke van der Laan, PhD 
 
 
Submitted by 
Paul A. Herbert 
Student No. 0000086141
i 
 
Abstract 
This study explores the impact of professional development on the pedagogical 
practice of teachers. Educator Thomas Guskey (1985) developed a model of staff 
development that identified four key stages that needed to occur if professional 
development was to result in sustained change in the professional practice of 
teachers. The study sought to identify a process whereby Guskey’s four stages could 
be successfully followed, culminating in sustained and lasting change to personal and 
professional teaching practice. 
A qualitative work-based study involving the collection and analysis of personal 
interview data from members of a Professional Learning Community (PLC) at 
Fairholme College, Toowoomba, was conducted in 2017/2018. The purpose of this 
study was to determine the effect of participants participation in the modelled 
professional learning process in assisting them progress through Guskey’s staff 
development model and effectively change pedagogical practice, particularly 
including the incorporation of elements of the schools teaching and learning 
framework (based on the Principles of Learning and Teaching PoLT 2) into that 
practice.  
Guskey argues that if teachers are to change practice, they need to progress through a 
process of effective professional development which leads to a change in practice. 
This change needs to result in teachers identifying enhanced student learning and 
engagement in order for the teacher to be completely convinced that the ‘new’ 
pedagogical approach is effective. Only when this occurs will teachers change their 
beliefs and incorporate a new pedagogical approach into their foundational teaching 
practice. 
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This study collected data at each stage of the implementation of the Guskey model in 
order to evaluate the effectiveness of the approach taken and to determine its benefit 
as an exemplar for implementation in other schools. In addition, participants feelings 
on positive adult interdependence and a collaborative learning approach were also 
evaluated.  
Qualitative data were obtained through personal interviews with teachers of varying 
levels of experience, from different teaching areas and from differing sections of the 
school (Kindy through to Senior Secondary). Data were collected that reflected 
participants views on self-improvement, collaborative engagement, enhanced 
pedagogical practice and the effectiveness of the professional learning process they had 
participated in. Data also sought to identify the lasting changes to pedagogical practice 
evident as a result of this process. Would teachers embrace PoLT 2 into their 
foundational teaching practice? 
Informal data collection, in the form of teacher feedback and ongoing professional 
reflection as part of the work-based study, contributed to an understanding of teacher 
progress in their journey towards a sustained change in pedagogical practice. Student 
data were also collected as part of teacher measurement of the effectiveness of 
pedagogical change on student learning and engagement. 
The results indicated that the trialled model of professional learning supported the 
long-term professional growth of participants and increased the likelihood of lasting 
change in pedagogical practice. Outcomes illustrated that the successful 
implementation of Guskey’s staff development model benefits from a collaborative 
approach to professional learning and the modelling and trialling of new pedagogical 
practice. Students became aware of adjustment in teacher practice and were generally 
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positive in affirming the value of the changes to their learning. This data helped 
teachers meet Guskey’s third stage, by confirming the positive effect of pedagogical 
change on student learning and embedding that change into teaching practice. In 
addition, key recommendations for improvement of the process for future 
implementation, such as the need to obtain data from schools new to a school 
improvement process and with a less experienced staff, were forthcoming. 
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1.1. Foundation 
We are entering an age where the role of the professional becomes one of continual 
renewal and capability enhancement. This notion is particularly relevant in an 
education context where there is an expectation that teachers come to the teaching 
profession equipped with a level of expertise and then take active steps to keep 
current within their field (Fiszer, 2004). Such currency, given the rapid changes in 
the education landscape, can only be achieved through high quality, ongoing 
professional learning that deepens teachers’ content knowledge and pedagogical 
skills (Sparks, 2002). 
Yet despite the acknowledgment of the value of professional learning, opportunities 
provided by schools vary in their effectiveness, with teachers regularly reporting that 
school based professional development is not suited to their needs and fails to 
improve their capacity to teach (OECD, 2009). The issue that arises is how can 
teachers attending professional development opportunities enhance their professional 
learning by adopting the focus of the professional development into their 
teaching/pedagogical practice? In addition, it needs to be acknowledged that the 
responsibility for the professional learning of teachers must not rest solely with the 
school. For teachers, schools must be places of personal professional learning not 
just a place where one teaches. Teachers must “support improvement as members of 
learning teams… Staff development cannot be something educators do only on 
specific days in the school calendar. It must be part of every educator’s daily work 
schedule” (Hall & Simerai, 2008, p. 39). 
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This study sought to structure, implement and assess a process of professional 
development, aimed at successfully developing professional learning through 
enhanced practice.  The process identified in the study can be used by schools as a 
model for future reflective practice in both individual teachers, and in a whole-of-
school context. 
The study works within a reflective practice model of professionalism. In other 
words, teachers working collaboratively with one another to reflect on, and refine 
their own practice in order to guide their own learning. Gregory supports this 
approach by emphasising that “professional education is essentially experiential, that 
it involves the study of real practical situations with pedagogy underpinning the 
capacity for competent reflective practice” (Gregory, 1994, p. 42). The intent then is 
to establish a model for what Moore describes as ‘authentic reflection’: “reflective 
activity which actively seeks to problematise situations and to challenge existing 
views, perspectives and beliefs – promoting or leading to development or change” 
(Moore, 2004, p. 111). Such a model, based on promoting or leading to development 
or change, can be difficult to implement in schools. Wherever there is a break from 
existing practice and protocols, new effort and thinking is required. In addition, 
participants are required to commit to extra time to implement change and in the 
busy context of schools this is difficult to do, resulting in teachers deciding that it is 
easier to continue current practice.  
The complex nature of teacher’s work can also prove to be a barrier to effective 
change. The plethora of personal interactions that occur each day, many of which are 
unplanned, the diverse needs of many of the students teachers have in their 
classrooms, and the notion (perceived or otherwise) that students are becoming more 
demanding and harder to motivate (Evans, 1996) means that teachers have to 
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perform at high levels in order to engage and motivate students in their learning. All 
this in addition to the constantly changing and expanding curriculum expectations 
and the everyday ‘business’ of schools means that time for prolonged planning, 
reflection and problem solving is always lacking (Starr, 2008). 
While schools have been providing opportunities for professional development to 
effect pedagogical change (professional learning) much of it is not high quality, 
inconsistent and ultimately more frustrating than inspiring (Cole, 2012). 
Fundamental to this study is exploring whether a collaborative, organisational 
specific model of professional development, can modify the professional pedagogical 
practice of teachers and facilitate the effective adoption of a whole of school teaching 
and learning framework that ultimately enhances the learning outcomes of students? 
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2.1. Fairholme College 
Fairholme College is a secondary school for girls in Toowoomba, Queensland.  
As an Independent school Fairholme College is a member of Independent Schools 
Queensland (ISQ), the peak body representing Queensland’s independent schooling 
sector. Part of ISQ’s role is to provide leadership and support to achieve excellent 
education outcomes (ISQ, 2018). As part of this role ISQ conducted a teaching and 
learning audit of Fairholme College in 2014. The audit was part of the ISQ’s ‘Self-
Improving Schools Study’ which found, that while the school was travelling 
extremely well academically, there was no clear teaching and learning framework by 
which the school used to guide everyday teaching practice.  
In response to the audit, the College began a conversation with staff around key areas 
to address in terms of the development of a teaching and learning framework. This 
conversation was driven internally by the school’s leadership team and staff input 
was sought. This was significant in the process and a positive reflection on the 
College’s leadership team, for research has shown that too many professional 
learning activities are disconnected from teachers’ actual practice and school 
improvement goals (Cohen & Hill, 2000). 
This collaborative process saw a common agreement emerge that the Principles of 
Learning and Teaching (PoLT) would provide a suitable framework for the teaching 
practice at the College. In particular PoLT 2, with its focus on the learning 
environment promoting independence, interdependence and self-motivation, was 
seen as a strong starting point for the inclusion of PoLT 2 into the professional 
practice of College teachers. 
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The Principles of Learning and Teaching (PoLT) provides a structure to help 
teachers focus on their professional learning. The PoLT initiative emerged from a 
review into Victorian schools (Department of Education and Training, Victoria, 
2005). The review led to the development of the Blueprint for Government Schools. 
Part of the Blueprint was an attempt to “capture the essence of effective learning and 
teaching by providing a basis for teachers to review their practices to improve their 
teaching” (Moss, 2006, p.8). 
The PoLT comprise six elements each developed to provide a structure for schools to 
examine their teaching practice and identify key areas for improvement. The six 
elements are: 
• the learning environment is supportive and productive 
• the learning environment promotes independence, interdependence and self-
motivation 
• students’ needs, backgrounds, perspectives and interests are reflected in the 
learning program 
• students are challenged and supported to develop deep levels of thinking and 
application 
• assessment practices are an integral part of teaching and learning 
• learning connects strongly with communities and practice beyond the 
classroom. 
The emphasis placed on reflection to improve teaching practice by the PoLT made 
the principles attractive to a school like Fairholme College on a learning 
improvement journey. 
Chapter 2. Background 6 
Of particular importance to the study is the implementation of Principle 2:  
The learning environment promotes independence, interdependence and self-
motivation. To facilitate the development of these skills, 
“Teachers must implement practices that build independence and motivate 
students to work in an autonomous manner. Students are involved in 
decision making within the classroom in relation to what and how they 
learn and are encouraged to take responsibility for their learning. 
 Team building skills are also explicitly taught so that students learn to 
collaborate, negotiate and contribute to joint assignments and experience 
the sharing of roles, responsibilities and ownership”  
 (Department of Education and Training, Victoria, 2018). 
Principle 2 was identified by the College as a key element of any new teaching and 
learning framework. If the College was to embed Principle 2 as part of its 
pedagogical framework, then the College would need to implement a professional 
development model that allowed for the provision of “activities that developed 
teachers individual skills, knowledge, expertise and other characteristics” 
(Organisation for Economic Co-operation and Development, 2009, p. 49) 
 necessary to incorporate Principle 2 into their pedagogical practice.  
The College’s new teaching and learning framework required that teachers 
developed pedagogical practice that: 
• structured learning experiences and provided support and scaffolding to enable 
students to make choices and take responsibility for their learning; and 
• included strategies to establish an atmosphere of cooperation and collaboration 
(Department of Education and Training Victoria, 2018). 
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For many staff, the pedagogical practice described in PoLT 2 did not align with their 
existing practice. With such a complex adjustment required, the schools leadership 
team was keen to avoid an in-service training model based on the “assumption that 
teachers need direct instruction about how to improve their skills and master new 
strategies” (Martin, Kragler, Quatroche & Bauserman, 2014, p. 7). College 
leadership determined that any professional learning would be structured in a way 
that resulted in real and sustained change in participants teaching practice through a 
modification of their professional mindset, enhanced skills and knowledge (Knapp 
2003). 
On an organisational level, the research assisted Fairholme College implement their 
teaching and learning framework and helped develop and maintain high quality and 
effective practices in staff professional learning. This enabled school leaders to 
provide legitimacy for reflective practice (Nilsen & Ellstrom, 2012) and develop an 
organisational culture that encouraged reflection and learning in the workplace 
specifically aligned with the school teaching and learning objectives. 
2.2. Collaborative Learning and the Link to PoLT 2 
Key elements of the Colleges new teaching and learning framework (PoLT 2) 
emphasise active participation and hands on experience. To ensure alignment with 
the framework these elements needed to be incorporated into a well-structured, 
effective model of professional learning. While professional development relates to 
activities that are designed to enhance teacher capacity, professional learning relates 
to activities that specifically “lead to quantifiable changes in the thinking, knowledge 
skills and approaches to instruction that form a practicing teachers’ repertoire” 
(Knapp,2003, p. 113). Professional development that modelled PoLT and 
incorporated a collaborative, organisational specific model of professional learning, 
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to develop and modify the professional pedagogical practice of teachers and enhance 
the learning outcomes of students were required. The College sought quantifiable 
changes, specifically in the incorporation of PoLT principles into the teaching 
practice of its teachers. 
The College desired a change in teaching practice to address key aspects of student 
learning. The school, led by its leadership group, actively questioned established 
thought and action patterns, looking to break their staff out of routinised actions to 
explore new ways of teaching (Nilsen & Ellstrom, 2012) fulfilling what Leithwood 
and Beatty (2009) describe as the primary purpose of school structure’s, that is 
making possible the establishment and continuation of a culture that supports the 
work of teachers and the learning of students. 
A professional learning culture involves “more than regular participation in 
organised learning activities. It requires active engagement with ideas and issues and 
critical reflection of knowledge and practice”. Such a learning culture requires 
supportive encouragement from both the school and colleagues, for teachers to 
engage in such a process (Scarino & Liddicoat, 2009, p. 93). For teachers to feel 
good about their profession they need access to good quality professional 
development. Forms of good quality professional development that contribute most 
to sustained teacher learning include study groups (Leithwood & Beatty, 2009). 
Involvement in a group implies a collaborative approach, yet many teachers have 
never experienced genuine collaborative learning (Frey, Fisher, & Everlove, 2009) 
despite the evidence that interactions with peers expands a person’s aptitude for 
seeking new information. The work of Vgotsky reinforced the social nature of 
learning, identifying that what people learn through social interactions forms the 
basis for enhanced understanding and ultimately personal thinking. Vgotsky believed 
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that all learning is the product of sociocultural phenomena mediated by interactions 
with others (Berk & Winsler, 1995).  
The approach required is one that ensures deep learning, “the ability to see 
connections, relationships and schema between ideas and the capacity to organise 
skills and concepts” (Frey, Hattie & Fisher, 2018, p.12) Fullan, highlights the 
importance of collaboration as a means of facilitating deep learning. “The ability to 
collaborate is one of the core requisites of modern society. Without collaborative 
skills and relationships, it is not possible to learn and continue to learn, as much as 
you need in order to be an agent for change” (cited in DuFour & Eaker 1998, p. 17). 
Despite the documented benefits of a collaborative model of professional learning in 
driving sustainable change the experience of collaborative learning at many schools 
can best be described as superficial, with many teachers, including those included in 
this research study, reporting minimal interaction with colleagues outside of their 
immediate peers (for example, departments, year levels, early years, primary, middle 
and senior schooling colleagues) and when interactions did occur they are more often 
than not directed. That is, material is presented, usually by an ‘expert’ or ‘school 
leader’ and teachers engage in short discussions with colleagues about the 
information presented without ever really taking ownership of it (Cole, 2012). 
What was required in this study was for a process more akin to Fisher and Fry’s 
gradual release of responsibility model whereby school leaders move from 
“assuming all of the responsibility for performing a task (in this case implementing a 
pedagogical framework) to a situation where the participants assume all of the 
responsibility” (Duke & Pearson, 2002, p. 211). This gradual release begins through 
a guided exploration of the desired learning and then through the course of an 
extended period teachers assume more responsibility for implementing the pedagogy, 
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“moving from being participants in modelled lessons, to apprentices in shared 
instruction, to collaborators with their peers and finally, to independent performers” 
(Fisher et al., 2009, p. 6). 
This collaborative nature of this study may necessitated a modification of the 
traditional learning and teaching practice of the teachers involved in the study and 
move them towards an adoption of what Pedlar and Boutall (1992), describe as a 
process of researching a problem, working through it collaboratively with others in a 
similar situation, presenting different ways forward and applying a solution in the 
work place. This collaboration affords teachers an opportunity to come together to 
improve practice. 
Such an approach is essential in order to model the intent of the PoLT 2. The notion 
of teachers developing an awareness of areas where change or improvement is 
required, then researching these areas, practicing and implementing new techniques 
or activities, and finally, reflecting and refining them collaboratively is gaining 
credence (Meiers & Buckley 2009) and reflects the positive interdependence 
advocated by the PoLT model. Positive interdependence is considered by many to be 
the “defining quality and most important component of cooperative work” (Fisher et 
al., 2009, p. 23). It holds this high level of importance because positive 
interdependence results in participants recognising that their success is inextricably 
linked to the success of each group member. The individual’s success is, in many 
ways, dependent on their colleagues sharing information that helps in the reflection 
and refinement process. In this instance teachers within the study group are in a 
somewhat vulnerable position in that they are exposing themselves in the classroom. 
They, as part of the gradual release model, may be trialling new and unfamiliar 
pedagogies in the classroom and in doing so may result in a perception of a lack of 
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control in the classroom. In a psychological equivalent to the physiological fight or 
flight response, teachers who experience negative emotions to the learning will either 
remove themselves from the process, or significantly in terms of pedagogical 
practice, revert to familiar practice, that in this case, does not align with schools 
pedagogical focus (Fisher et al., 2009). It is here that the support of colleagues 
through engendering a climate of collaboration, respect and openness, the very nature 
of positive interdependence, is so vital. This support is evident when those involved 
in a study draw on their own experiences through conversations structured to address 
issues and problems that have arisen in their attempts to trial modifications in 
pedagogical practice. Fisher et al argue that to build new understandings, groups 
need to have considerable face to face interaction (2009). Such interactions 
“encourage teachers to reflectively think, question theory and critique practice” 
(Avenell, 2017, p. 23) 
The collaborative, face to face nature of professional learning “empowers teachers to 
develop, implement and reflect on topics that interest them and related directly to 
their instructional needs” (Nieto, 2009, p. 11). It is this process that this study seeks 
to implement and review. 
2.3. A Collaboration Model – Professional Learning Communities 
It was apparent that the school and its leaders had a clear desire to develop a process 
of collaboration, one in which staff were committed to their own growth and 
development as professionals. This process would reflect the learning culture the 
school was striving to develop, one characterised by the requirements outlined in the 
PoLT 2. This approach is supported by the research. Pappano (2007, p. 2) states that 
“for secondary schools to produce high levels of student learning, leaders need to 
employ models of professional development that will purposefully develop high 
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quality collaboration”. Such models serve to not only develop high quality 
collaboration but assist in the development of the belief among teachers that they are 
able together, to achieve collective goals and positively impact student achievement. 
This is evidence of what is called collective teacher efficacy. Studies have found that 
“efficacy is an exceptionally powerful psychological variable long associated with 
improved achievement by students and adults” (Reeves, 2005, p. 58). Efficacy is 
closely associated with a sense of accomplishment; accomplishment that comes from 
feeling free to take actions and risk failure. For when risks are taken in an 
environment that values the outcome that results, whether that outcome be positive or 
negative, as an important learning opportunity eventual success often eventuates. In a 
school setting efficacy is best developed through collaboration where teachers are 
engaged in “frequent, continuous and increasingly concrete and precise talk about 
teaching practice” (Schmoker, 2005, p. 141). Such a process can be termed collective 
teacher efficacy. Collective teacher efficacy refers to the “collective self-perception 
that teachers in a school make an educational difference to their students over and 
above the educational impact of their homes and communities” (Tschannen-Moran & 
Barr, 2004, p.190). Collective teacher efficacy is rated as the number one factor 
influencing student achievement (Hattie, Fisher, & Frey, 2016).  
Collaborative, face to face interactions between professional educators engaging in 
substantive conversations around personal practice and pedagogy have been shown 
to have a clear influence on teacher’s perceptions of self-worth, promote acceptance 
of change and drive a reflective culture. Any professional development process 
would need to incorporate such collaboration if professional learning was to result.   
Such a process of collaboration by professional teaching teams aligns with the 
Professional Learning Communities (PLCs’) school reform model and this approach 
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would serve as the most suitable driver of collaborative professional learning. The 
effectiveness of PLCs’ is becoming more prevalent in the literature with PLCs’ 
described as being of high impact, cost effective, and a professionally rewarding way 
to improve schools (DuFour, Eaker, & DuFour, 2002). Butler et al. (2004) further 
supports the effectiveness of PLCs’ as being vital to teachers’ identity formation, 
acting as the primary motivation for professional growth. The nature of a 
professional learning community, where teachers do more than simply share 
evidence of personal practice and student learning, encourages participant teachers to 
provide and seek feedback as to how they might improve their pedagogical and 
professional practice. This is because they feel that they are operating within a 
community that endears a safe, stable structure of support for trying new approaches 
to teaching. 
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3.1. Literature Review 
Good teaching is the result of study, reflection, practice and hard work; elements that 
reflect the dynamic nature of the teaching profession (Mizell, 2010). Mizell’s 
emphasis on study, reflection and practice implies that good teachers undertake 
constant professional learning; defined as activities that “lead to quantifiable changes 
in the thinking, knowledge skills and approaches to instruction that form a practicing 
teachers’ repertoire” (Knapp,2003, p. 113). While there is an expectation that 
teachers will participate in the professional learning process, schools attempt to 
shape this learning process to ensure consistency of alignment to their own teaching 
and learning objectives, by providing access to effective professional development. 
Professional development, “describes activities that develop an individual’s skills, 
knowledge, expertise and other characteristics of a teacher” (OECD, 2009, p. 49). 
Schools, therefore, provide professional development opportunities for their teachers 
in the hope that such activities will indeed lead to a change in teacher practice 
(professional learning). 
The importance of professional development should not be underestimated. “One 
constant finding in the research literature is that notable improvements in education 
almost never take place in the absence of professional development” (Guskey, 2000, 
p. 4). Professional development is key to meeting today’s educational demands 
because it can lead to real change in teaching practice. Professional development 
must therefore be a purposeful and intentional process whose purpose is the 
professional learning of teachers. Professional development is “not a set of random, 
unrelated activities that have no clear direction or intent” (Guskey, 2000, p. 17) but 
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must be a consciously designed effort to bring about positive change and 
improvement (professional learning) in the pedagogical practice of teachers.  
However, Australian schools have struggled to provide professional development 
that leads to both the professional learning of their teachers and the production of 
better outcomes for students.  Between 37% and 42% of Australian teachers report 
little or no impact from professional development on their teaching (OECD, 2009). 
Professional development has not led to professional learning. 
Too often traditional professional development is poorly delivered and incorporates 
methods not aligned with active learning (Fiszer, 2004). Typically, this traditional 
model for professional development involves an expert in an aspect of authoritative 
pedagogy presenting to staff on their preferred approach to pedagogy. Schools 
engage such outside professionals in the hope teachers will be inspired enough by the 
presentation to modify their own personal pedagogical practice and incorporate the 
new authoritative pedagogy directly into their teaching. Such an approach, ‘here is 
the new way, adopt it into your practice’, is the staple of many professional 
development programs in schools. The ‘sit and get’ (Matherson & Windle, 2017) 
approach whereby teachers attend professional development seminars and act as 
passive receivers as they are presented with information on pedagogical practice, has 
been demonstrated to have little or no impact on teacher pedagogical practice or 
student learning. (Darling-Hammond, Wei, Andree, Richardson, & Orphanos, 2009). 
Cole (2012) is another who has found that many professional development practices 
undertaken by teachers including conference attendance, expert workshop delivery 
and so on, whilst effective in raising awareness of new policies and practices, are not 
that effective in bringing about improved teaching and learning through enhancing 
teachers professional learning. 
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At the same time research has identified approaches that are more likely to engender 
successful professional development outcomes, including incorporating social 
interaction (Evans, 2014). Darling-Hammond & Richardson (2009) found that 
professional development that did not involve active participation and a hands-on 
experience was likely to fail in effecting lasting professional learning (change in 
practice) because without effective modelling, refinement and reflection newly 
introduced pedagogies are not likely to be consistently incorporated into actual 
practice (Fiszer, 2004). This is because the established routines or practices of 
teachers and indeed many professionals in other fields, are very difficult to unlearn, 
particularly if one relies on intellectual and verbal forms of education and training 
(Frees & Zapf, 1994).  
The passive interaction with another’s expertise is just one barrier to professional 
development resulting in effective professional learning. Research has highlighted 
several other factors that hinders effective professional learning. For example, 
Hargreaves (1994) identified that for professional development to be effective there 
has to be prior establishment of what it is that needs to be developed. In addition 
resources both human and financial, need to be appropriately allocated in order to 
meet clearly identified individual and school targets (Blandford & Squire, 2000), and 
training in the new aspects of pedagogy must allow for the consideration of the real 
conditions of teachers’ work and their workplace (Hargreaves, 1994). This leads to 
what Guskey & Huberman (1995) describe as a lack of consideration of the 
uniqueness of the individual setting so that what may work effectively in one school 
environment may not in another.  
Acknowledging that schools are unique entities by understanding the powerful 
influence of contextual differences (Guskey & Huberman, 1995) is essential if 
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professional development programs are to have a chance of successfully enhancing 
personal pedagogical practice and changing a schools approach to what it considers 
to be effective teaching and learning practice. Part of this acknowledgement of the 
uniqueness of schools is the involvement of teachers in planning and delivering 
professional development. 
If improving student outcomes is the goal of schools then the best way to do this is 
through professional development programs that seek to continually improve 
classroom learning and teaching (Hattie, 2009), for no matter how good pre-service 
training for teachers is, it cannot be expected to prepare teachers for all the 
challenges they will face throughout their careers.  
Models exist that illustrate professional development as more or less a continuum 
that can be structured to meet the needs of the whole school system at one end, as 
well as, the individual at the other (Bolam, McMahon, Stoll, Thomas, & Wallace, 
2005). Here the notion of professional development may apply to teachers learning 
about a whole school issue, such as assessment or the implementation of a 
departmental policy platform, through to an individual English teacher rekindling 
their enthusiasm by reading novels or watching plays (Craft, 1996). Other 
professional development models focus almost solely on the holistic needs of the 
individual, in other words concentrating on how people feel about what they do. One 
such model as advocated by Bradley (1991), argues that the purpose of professional 
development should be a focus on specific outcomes linked to the welfare of 
individual teachers. 
The types of professional development described above, regularly ignore one of the 
great truths of schooling: the best professional development teachers can receive is to 
Chapter 3. Research Update 18 
directly help them teach their students (AITSL, 2014a). Professional development 
must enhance the professional learning of participants so that measurable 
adjustments to practice occur. 
Schools, and the educational leaders within them, must therefore, continually seek to 
provide their teachers with opportunities for targeted in-service professional 
development that assists those teachers professionally learn by developing their 
personal pedagogy to best reflect the teaching and learning needs of their students. 
This contributes to several outcomes, firstly, ensuring that classroom pedagogical 
practice is directly tied to students learning needs, secondly, maintaining and indeed 
enhancing a high standard of teaching, promoting expert teachers not experienced 
ones (Hattie, 2012) and thirdly, retaining a high-quality teacher workforce in a 
working environment that is often transient. 
A focus more on professional learning where the development and acquisition of a 
specific skill set (knowledge, understanding, skills and abilities) that will enable 
teachers, and the schools in which they work, to make continuous improvement, is 
developing as the preferred aim of professional development. A key element of this 
development and acquisition of a skill set, is modelling. When delivered against the 
backdrop of a clear understanding of the reasons for undertaking the professional 
development modelling of teaching and learning content is most likely to be 
associated with positive change (Archibald, et al., 2011). 
When delivered against the backdrop of a clear understanding of the reasons for 
undertaking the professional development modelling of teaching and learning content 
is most likely to be associated with positive change (Archibald, et al., 2011). 
Modelling and reflection by teachers of that of that modelling helps encourage a 
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sharing of practice among colleagues. It is this notion of teachers sharing and making 
their practice public within the staffroom that has been found to be a significant 
professional learning opportunity for both the teacher modelling practice and others 
observing (Mayer & Lloyd, 2011). 
An important component of the modelling process is the opportunity for reflection 
where open-minded enquiry and a willingness to use evidence to challenge one’s 
own perception of expertise or capability (Pollard, 2010) is encouraged. This 
modelling, reflection and refinement is fundamental to professional learning. Thus, 
professional development should focus on improving pedagogical practice through a 
reflection and refinement process designed to identify ineffective practice and help 
teachers and the schools in which they work, prepare for and implement appropriate 
changes (Blandford & Squire, 2000). 
Congruent with this is an emerging understanding that the most effective way of 
implementing this continuous improvement process is through the establishment of 
communities of practice or professional learning groups, where teachers can safely 
discuss and reflect on issues and actions that will assist them to improve their 
pedagogical practice. No profession can serve people effectively if its members do 
not share and exchange knowledge about their expertise (Hargreaves & O’Connor, 
2017) and schools that “establish a school-wide culture that makes collaboration 
expected, inclusive, genuine, ongoing , and focused on critically examining practice 
to improve student outcomes” (Seashore, Anderson & Riedel, 2003, p. 3) contribute 
significantly to the professional learning of their staff. By facilitating the 
establishment of communities where groups of teachers meet to discuss teaching and 
learning, schools demonstrate their desire for a culture of collaboration. In such 
groups multiple participants enable the expression of multiple perspectives. In 
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addition, “perceptive questions from another educator can stimulate thought in new 
directions and lead to new discoveries” (Danielson, 2008. p. 23). If this engagement 
is continuous then the nature of collaboration can be developed to ensure successful 
adjustments in practice (DuFour, Eaker & DuFour, 2005). 
Making the learning applicable to individual teachers so that organisational and 
personal practice is enhanced, to the betterment of student learning, is key to any 
school improvement program. 
Effective leaders “articulate the types of improvements required to achieve agreed 
goals and expectations and develop a common language for describing good teaching 
and learning practices” (Department of Education and Training Victoria, 2005b). 
These expectations are given more credence for teachers if the school leader is 
engaging in “engaging in professional conversations with teachers, reflecting on 
practice with teachers, or by teaching model lessons” (Hilton, Hilton, Doyle, & 
Goos, 2015, p. 108). 
Leaders engaging with and allowing teachers to identify specific learning 
opportunities directly related to their own work place practice enhances the 
probability of success because it leads to a sense of empowerment through an 
emphasis, not only on personal reflective practice as part of the learning process, but 
what Nesbitt (2012, p. 210) describes as “purposeful reflective interactions with 
another person”. For most teachers, having a chance to share perspectives and seek 
solutions to common problems is extremely beneficial. In fact, what teachers like 
best about professional learning is the opportunity to share ideas with other teachers 
(Holly, 1982). In a survey conducted by Beauchamp (2014) 80% of respondents 
reported that their best professional learning was collaboration with colleagues (cited 
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in Campbell, 2017). These elements of social interaction facilitated “active 
participation and a hands-on experience rather than abstract discussions” (Matherson, 
& Windel, 2017, p. 29). 
Rather than a model for learning that simply imparts knowledge (professional 
development workshop) the teaching professions needs to focus on a process of 
continual professional learning through a reflection and refinement process designed 
to identify areas of uncertainty in practice and help teachers and the schools in which 
they work prepare for, and implement appropriate changes (Blandford & Squire, 
2000). Such a model of learning in the school context aligns itself well to the 
principles identified by Nilsen, Nordstrom, & Ellstrom (2012), of reflecting 
practitioners, who can synthesise research-based knowledge with their own practice-
based knowledge acquired through experience. Elliott’s (1991) reflective practice 
model of professionalism’ is another model advocating such a process. The model 
advocates a reflective process for teachers that includes the steps of observe-reflect-
plan-act-evaluate. In other words, theory is generated and validated through the 
examination of practice by the practitioner rather than being independently applied. 
The research supporting a collaborative, organisational specific model of 
professional learning is strong. However, the evidence supporting such an approach 
to develop the professional pedagogical practice of teachers and enhance the learning 
outcomes of students in a specific school context is less forthcoming. The Australian 
Institute of Teaching and Learning (AITSL) has identified the importance of 
collaborative professional learning (AITSL, 2014). Other researchers, for example, 
Steeg and Lambson (2015) and Williams (2010) have looked at the impact of teacher 
collaboration on teaching practice. A study by Harwell, D’Maico, Stein & Gatti 
(2000) (cited in Archibald, Coggshall, Croft & Goe, 2011, p. 5) found that teachers 
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who consistently discussed their professional learning in literacy instruction with 
their colleagues were associated with greater gains in reading achievement in their 
classrooms.  
However, much of the research on Professional Learning Communities analyses 
changes in teacher perceptions of their practice rather than actual change observed in 
the classroom (Archibald et al., 2011. p. 5). If professional learning is to be truly 
effective then it must result in observable changes in the pedagogical practices 
occurring in the classroom and these changes must be sustained (Vescio, Ross, & 
Adams, 2008). More research is needed in this area. 
3.2. Sustaining Change in Pedagogical Practice 
In order to sustain change in practice, professional learning needs to focus on the 
links between particular teaching activities and valued student outcomes (Timperley, 
2008). If the aim of any teacher professional development is the adoption of the key 
element/s of that professional development into teacher practice. then there needs to 
be clear evidence of improvement in the learning outcomes or engagement of 
students. If teachers see evidence of enhanced learning and engagement; illustrated 
through not only standardised success scores and achievement tests, but also indices 
such as behaviour, involvement in class, motivation for learning and student attitude 
to all aspects of instruction, in response to the implementation of refined pedagogical 
practice, then teachers are likely to develop an attitude or belief in the quality of that 
practice and are likely to adopt this into teachers’ core practice. Teachers who see 
improvement in response to new practices “liked teaching more and believed that 
they had a more powerful influence on student learning outcomes” (Guskey, 2002, p. 
385).  
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In response to such positive feedback teachers are more likely to continue with the 
reflection and refinement process and continue to develop their teaching practice. 
Teachers who, as a result of professional development activities that involve 
application of new learning in their classrooms, observing other teachers apply the 
new learning and reviewing student response to it with colleagues, report “greater 
changes in their instructional practice” (Archibald, et al., 2011, p. 5). In addition, 
literature supports the notion of considering a broad range of evidence of teachers’ 
learning when evaluating the outcomes of their professional learning journey (Mayer 
& Lloyd, 2011).  
In the Fairholme context, teachers need to link the PoLT 2 to enhanced student 
learning outcomes if teachers are to embrace key pedagogical approaches, aligned 
with PoLT 2, into their teaching practice. Inherent in this is an understanding of the 
theories underpinning PoLT 2 so that teachers can make ongoing, informed decisions 
about practice. For this reason, teachers need multiple opportunities to absorb new 
information and transfer it into practice. The one size, fits all, one day professional 
development model, does not facilitate a depth of professional learning necessary to 
facilitate the level of understanding necessary for teachers to truly reflect on existing 
practice and its suitability in enhancing student learning outcomes. A variety of 
activities “deigned to promote the acquisition of the target skills and knowledge are 
required” (Timperley, 2008, p. 15).  
In seeing the link between teaching and activities and student outcomes, teachers 
need to be able to reflect on their current practice. Timperley (2008, p. 24) notes that 
“sustained improvement depends on teachers developing professional self-regulatory 
inquiry skills so that they can collect relevant evidence, use it to inquire into the 
effectiveness of their teaching and make continuing adjustments to their practice”.  
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The issue of passing on detailed knowledge of pedagogical practice in a way that 
allows teachers to absorb this knowledge and apply it into practice is an issue for 
schools, especially when staff are unfamiliar with the pedagogical focus of the 
desired change. One way of doing this is to engage what Coburn (2003) calls 
“brokers”. The broker is a knowledgeable person who takes the role of professionally 
developing participants until they are at the point of developing the capacity to guide 
the reform as it infiltrates into a whole of school teaching and learning framework. 
This study suggests that the establishment of a Professional Learning Community 
(PLC) by which collective teacher efficacy can be built through a collaborative 
process that encourages and supports self-reflection, enhances the understanding and 
application of new knowledge and is linked to a sustained impact on teaching 
practice, should be an integral component of any professional development model.  
Key to this sustained impact is a process in which teachers “have their current 
assumptions challenged by the demonstration of effective alternative practice, 
develop new knowledge and skills, make small changes to practice, and observe 
resulting improvements in student outcomes” (Timperley, 2008, p. 14). 
This progression follows Guskey’s (1985) assertions that it is only “when a teacher 
see’s that a new program or innovation enhances the learning outcomes of their 
students that significant change in their beliefs and attitudes is likely to occur” 
(Guskey, 1985, p.2). These improvements in learning outcomes typically result from 
intentional modifications to teacher practice, the trialling of these modifications and 
the observed success of these modifications on the learning of students.  
The crucial point according to the literature, is not the professional development or 
the method of delivery of that professional development, but rather, the teachers 
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personal experience of the application of that professional development, that results 
in professional learning. Teachers will value the modifications they have made to 
their pedagogical practice when they have seen it work. They are not being told that 
it works by an outside expert and then left to their own devices to act on the expert’s 
directions, as traditional models of professional development would promote. Rather 
teachers have developed the confidence, through collaboration with their colleagues, 
to implement, reflect and refine adjustments to practice and then witnessed first-hand 
the effect of those adjustments. In this way teachers are more likely to take 
ownership of their own professional learning; value the contribution it has made to 
their pedagogical practice and therefore are more likely to sustain the modified 
pedagogical practice. Such a model of change is predicated on the idea that “change 
is primarily an experientially based learning process for teachers” (Guskey, 2002, p. 
384). 
To sustain change professional development must be seen as a process not as an 
event (Guskey, 2002). According to Guskey, there are four stages that need to be 
followed if professional learning is to be effective and change in professional 
practice is to be sustained. These stages, described in Figure 1, indicate that creating 
the environment by which teachers acquire new knowledge and skills and develop 
the confidence to trial these in a classroom setting is fundamental in sustaining 
change. If professional learning is to result from a professional development 
program, then the creation of such an environment needs to be a key focus. 
Figure 1: The four stages of the Guskey model of teacher change: 
Professional 
Development  
Change in 
Teacher 
Practice  
Change in 
Student 
Learning 
Outcomes 
 
Change in 
Teacher 
Beliefs 
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3.3. The role of the student in sustaining teacher change 
Traditionally schools have focussed on ensuring that professional development 
closely aligns with teaching practice. Yet there is one inherent weakness to this 
approach. Often this type of professional development is codesigned by school 
leaders and teachers in response to current research and the particular needs and 
desires of the administrators (Steeg & Lambson, 2015). Yet what about the needs of 
the students? Do the students themselves value the concepts introduced in the 
professional development and trialled as part of teacher professional learning, as 
enhancing their own learning? 
According to Guskey it is not the professional development per se, but the 
experience of successful implementation that changes the attitudes and beliefs of 
teachers (Guskey, 2002). This experience can and should include teachers own 
perceptions based on a range of data collection methods. The research study has 
clearly identified teacher views on the successful implementation of changed 
pedagogical practice to reflect PoLT 2.  
However, there is another source of data, often neglected in teachers’ data collection 
and that is the voice of the student. Teachers have been increasingly encouraged to 
make data informed decisions to improve their work and professional development 
should include the “evaluation of multiple sources of information on learning 
outcomes for students as well as pedagogical practice” (Hawley & Valli, 1999, p. 
102). Such data sources have traditionally included student work, standardised test 
results, formative assessments and teacher insights and observations.  
It has been argued that collectively analysing such data helps teachers know when 
they are making a difference in student learning (Hawley & Valli, 1999). Timperley 
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supports this approach identifying that the skills associated with teacher reflection 
include analysis of the teachers own practice and the ways in which practice has 
impacted on diverse learners (Timperley, et al., 2007). So, it is clearly expected that 
teachers draw on a range of evidence to evaluate and review their existing practices 
(Doecke, et al., 2008). 
But an important source of data is, and should be, the students views on the 
pedagogical practice occurring in their classrooms. Student feedback on teaching 
serves several purposes, one of which is to provide diagnostic feedback to teachers 
that will be used for teaching improvement (Marsh & Dunkin, 1992). Student 
endorsement of what is happening in the classroom can be an immensely powerful 
affirmation for teachers that the modifications they have made to their instructional 
practice are in fact working. This affirmation can lead to lasting and sustained 
improvement in practice. 
It is widely accepted that classroom lessons must be student-focussed and driven by 
meaningful pedagogy interwoven with content (Matherson & Windle, 2017). What is 
meaningful? Student considerations of what is meaningful should be part of the 
teaching reflection practice.  
Successful characteristics of PLCs’ have been identified in the research and these can 
be seen to broadly align with a teachers’ sense of shared responsibility for student 
learning and positive learning outcomes (Hindin et al., 2007). High performing 
educator groups will engage in the common enterprise of developing their knowledge 
and practice through systematic, sustained work with each other around specific 
problems of instructional quality and student performance (Gajda & Koliba, 2008) – 
yet this work around instructional quality and student performance often occurs 
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based on material collected and analysed by teachers themselves from the 
perspective of the teacher. Teachers professionally sharing with other teachers their 
own interpretations of what best practice is. It would seem strange that the student 
voice, about what they see and perceive as being best practice, is ignored in the data 
collection process. 
Where then is the student voice? If professional development is to respond to issues 
and change practice, then the student voice reflecting on the type and quality of the 
practice they experience in the classroom and its effect on their learning must and 
should be considered. 
Who best to determine whether the lesson is student-focussed and driven by 
meaningful pedagogy than the student? Adding data derived from the insights and 
observations of the students themselves would contribute significantly to the 
collective analyse and discussion around what practice or practices make a difference 
to the learning and engagement outcomes of students. 
Yet there has traditionally been a reluctance to collect student feedback if the 
primary motive is seen, not as student improvement, but as more aligned with a 
teacher evaluation process (Spiller & Harris, 2013). As a result, “relatively few 
studies have tracked the impact of professional development to outcomes of 
students” (Cole, 2012, p. 6). 
Developing a professional culture of learning requires a commitment to learning 
from both individual students and teachers. Work by Heeps & Insley (2010) in 
studying the progression of teachers, who undertook professional learning to improve 
their language teaching, found that students were very supportive of the learning of 
those teachers as they could see their teachers adopting the dispositions of a learner. 
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Do students themselves detect any change in pedagogical practice and do they value 
the change in supporting their learning? These are key questions to be answered in 
any teacher reflective practice if it is to be truly comprehensive. 
According to Guskey (2002), if teachers know that their students are benefitting from 
the adjustments they have made in teaching practice and this is reflected not only in 
the observations of the teacher but also in the feedback obtained from the students, 
then it is likely that these adjustments will be valued by the teacher and become an 
embedded part of their practice. 
3.4. Selecting Guskey’s Professional Development Model 
Substantial research has occurred on the notion of “teacher change”. A number of  
perspectives of teacher change emerge from this literature, including “change as training 
– something is done to teachers, change as adaptation – teachers ‘ change’ is response to 
something, change as personal development where teachers ‘seek to change’ in an 
attempt to improve their performance and change refers to growth or learning – teachers 
are themselves learners who work in a learning community” (Clarke &Hollingsworth, 
2002, p. 948). While the concept of teacher change is evident researchers have 
recognised that many professional development programs fail to consider the process of 
teacher change. (Fullan, 1993). Such programs “often attempted to change teachers’ 
beliefs and attitudes, with the expectation that change in beliefs and attitudes will lead to 
changes in classroom practices and behaviours (Clarke & Hollingseworth, 2002, p. 949).  
The researcher Thomas Guskey was one of the first researchers to examine an alternative 
model whereby changes in the beliefs and attitudes of teachers are likely to take place 
only after changes in student learning outcomes are evident (Guskey, 1986). 
Researchers have adapted and proposed other models of teacher change (Holllingsworth, 
1999, Clarke & Peter, 1993), but there is an awareness that student learning must be 
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included as a measure of successful professional development. If the professional 
development transferred into professional learning then alignment between that 
professional learning and student learning should be evident (Education Queensland, 
2017).  It is necessary to evaluate professional development because it is important to 
improvements in students learning (Lowden, 2005).  
Guskeys model emphasises the view that the main focus of professional development 
should be on student learning outcomes. Given professional development is 
undertaken so widely, and with such a need to support teachers’ practice, it is 
necessary to judge its effectiveness and to find ways to improve. There is often scant 
evaluation of the link between professional development and student outcomes. As 
such school leaders have little data by which to determine the value of staff 
professional development. Guskeys model seeks to provide that evidence and is 
premised on the use of evaluation to better ensure the link between professional 
development, teacher practice and student achievement is identified (Guskey, 2016). 
 Guskeys view that the focus of professional development should be on student learning 
outcomes, provides the foundational belief for this research.  
Further considerations for the selection of Guskey’s model of teacher change concerned 
its simplicity and its ease of understanding by participants in the study. The Guskey 
model is anchored in education and therefore is “frequently used in education, because 
teachers are easily able to understand it” (Newman, 2010, p.41).   This ease of 
understanding was important because the researcher was able to frame discussion with 
teachers around each stage of the model. The gap between the first two stages, 
‘Professional Development’ and ‘Change in Teacher Practice’, became a focus of the 
study and one related to by participants as they reflected on the past professional 
development they had undertaken, with many finding that their practice had not changed 
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as a result, This generated interest in the process being modelled to determine whether 
practice would change. This supported the “wide applicability of the Guskey model in 
contrast to local or specific models” (Boylan, Coldwell, Maxwell & Jordan, 2018, p 
120). The applicability of Guskeys model has been demonstrated across a wide variety 
of education settings and has been used across a range of fields and across many 
perspectives, “from professional development for experienced physical education 
teachers, to beliefs about science teaching and is included in key review papers in the 
field” (Boylan,2018, et al. p. 122). The models linear path, described as a “temporal 
sequence of events from professional development experiences to enduring change in 
teachers’ attitudes and perceptions” (Guskey, 2002, p. 381) also assisted the clear 
understanding of each stage of the model. This linearity can be seen to be a weakness of 
the model, but Guskey acknowledges this and recognises that professional development 
is a more complex process. He notes that professional development itself needs to be 
“seen as a process, not an event with continuing support, continuing use of the learning 
and continuing challenge” (Guskey, 2002, p. 388). The power of Guskey’s model comes 
from it being “rooted in teachers’ classroom practice, outlining a change process based 
on teachers’ perceptions of changes in student learning derived from a variety of 
experiences” (Coldwell, et al. p. 133) and it is this power that makes the Guskey model 
appropriate for this study.
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4.1. Professional Development 
Initial professional development involved the use of a ‘broker’ as advocated by 
Coburn (2003). In this study, the broker was external to the school and provided a 
series of professional learning opportunities to whole staff. Conscious of the 
“notoriously unproductive” (Nieto, 2009, p. 10) nature of whole of school 
presentations that focus on the why and what to change and not on participants 
learning (Cole, 2004). The learning intentions of these sessions were to create a 
general awareness of PoLT 2 and the principles and knowledge that underpin this 
learning approach. The desired outcome was the preparation of staff for professional 
learning and involved development for performance, what Cole (2004) calls the 
acquisition of knowledge, skills and attitudes necessary before changes can be made.  
This process was helped by the extensive discussion already held by the school 
during the three years preceding the study (2014-2016) in identifying perceived areas 
of need in the enhancement of the learning outcomes of the College’s students. 
Discussion had already occurred internally of the need to develop a learning 
environment that promotes independence, interdependence and self-motivation.  
Another key focus of the early phase of implementation of the professional 
development model was its role in the sequential implementation of professional 
learning that focusses on what Cole, (2004) terms ‘of performance’ (professional 
learning that supports practice). It was here that the process of implementing a 
collaborative model of learning, in which the establishment of Professional Learning 
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Communities (PLC’s) was prioritised, began. This involved the ‘broker’ presenting 
professional development that “intentionally design more opportunities for 
participants to see and analyse classroom examples” (Hindin, Morocco, Mott, & 
Aguilar, 2007, p. 371). At this stage, work was conducted at a Departmental level to 
specifically focus on the PoLT 2 principles and how they could apply to individual 
subjects. Science and Mathematics were seen as a priority and subject specific 
examples of strategies that aligned with the PoLT were modelled and practiced.  
Two separate whole of school professional development opportunities, with the 
intention of developing teacher understanding of PoLT 2, were conducted. Without 
this intentionally formulated collective understanding, collaborative structures of 
professional learning are difficult to establish (Williams, 2010). 
The establishment of the collaborative structure, namely a PLC, was an outcome of 
the initial professional development. Teachers were given the opportunity to 
voluntarily join a PLC with the objective of ultimately incorporating PoLT 2 into 
their pedagogical practice. Potential participants were made aware of the need to 
collaborate regularly with a group of colleagues by sharing and critically reviewing 
their own practice and commit to learning and applying new approaches to 
implement PoLT. It was emphasised that, through the collegial nature of the PLC, 
they would be “developing positive interdependence that deepens learning” (Drago-
Severson, 2007, p. 23) and practicing the very elements of PoLT they were learning 
to incorporate into their own pedagogical practice. 
The members of the PLC would in effect be called upon to be contributing members 
of a collective effort to improve the College’s capacity to help students learn 
(DuFour, Eaker, & DuFour, 2002) utilising the skills advocated in PoLT 2. The 
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establishment of the PLC was the ultimate goal of the Professional Development 
phase of Fairholme College’s implementation of the Guskey model of sustainable 
change. 
4.2. Change in Teacher Practice 
At the conclusion of the Professional Development phase a group of 12 teachers 
voluntarily committed to implementing the model for teacher change, through a 
collaborative approach to professional learning. Central to the process was the 
establishment of a PLC whose members were the 12 teachers. 
Members of the PLC committed to the goals of:  
• acquiring new knowledge and skills especially concerning teaching practice 
around PoLT 2 
• implementing new practice (participants committed to applying new 
knowledge and skills with one class they felt comfortable doing so with) 
• refining new practice through self- reflection and feedback (participants 
committed to sharing their implementation stories with colleagues and 
reflecting on them as a collective) 
• sharing new practice through workshops and presentations (here the ‘broker’ 
presented several strategies (acquiring new knowledge and skills) that could 
be used as part of the implementation process). Members of the PLC would 
participate in modelling and trialling in order to better develop their 
understanding of appropriate strategies. 
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• assisting others to implement improvements through team planning and 
teaching (members of the PLC would commit to sharing their insights, not 
only with the PLC colleagues but also the wider school teaching community). 
This commitment allowed members of the PLC to undertake a series of “purposeful 
reflective interactions with another person” (Nesbit, 2012, p. 218) to share and refine 
individual practice.  
Teachers were able to share their reflections and practice adaptation to not only 
colleagues at regular gathering of the PLC, but also at staff meetings with the whole 
of school staff. Here members of the PLC shared their experiences and more 
importantly the results of their trialing of practice in their classes. Within the PLC 
detailed reflection time was given to explore the strategies used and the outcomes 
obtained. Teachers who had trialed similar pedagogical techniques were grouped 
together to reflect prior to sharing with all members of the PLC. 
4.3. Change in Student Learning Outcomes  
In response to continual professional learning as part of the PLC, teachers began 
trialling adjustments to their pedagogical practice that reflected the PoLT 2.  
While it is common for teachers to reflect on their teaching and use such reflection as 
a guide to create a perception about the effect of their teaching, it is student learning 
itself that is the most effective measure of all instructional practices (Chism, 2018). 
Student learning is complex but recent research supports the notion that learning 
occurs across three phases – surface, deep and transfer (Frey, et al, 2018). Surface 
learning focuses on one idea at a time and teaching concentrates on student mastery 
of that one idea. At the deep level of learning students see connections, relationships 
and schema between ideas (Frey, et al, 2018) but when students begin to “apply 
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knowledge in increasingly new and novel situations , the transfer level of learning is 
reached” (Frey, et al, 2018, p. 12). Any assessment or judgement on the effectiveness 
of teaching practice should be guided by evidence of student transfer of learning. In 
order to obtain such evidence, general feedback from teachers as to the effect their 
instructional practices were having on student learning as well as more formal data 
collected from students was gathered and shared within the PLC to add to the 
reflection and refinement process. 
4.4. Change in Teacher Beliefs 
The collection, dissemination and dissection of student data and teacher’s anecdotal 
evidence as to the effectiveness of incorporation of new and refined pedagogies in 
the classroom is essential if teacher commitment is to be confirmed. That is, teachers 
become committed to new practices only after they have actively engaged in using 
them successfully in their classrooms (Crandall, 1983) 
Research has shown that teachers who saw improvements in student performance 
liked teaching more and believed they had a more powerful influence on student 
learning outcomes (Guskey, 1985, 2002, 2016). This notion is significant because the 
success of any professional development is often measured two ways:  
1. all staff have received the training and so are deemed competent and change to 
practice is expected and  
2. evidence of professional learning appears in teachers planning and classroom 
practice. There is evidence of a strategy being applied in the classroom 
therefore the teacher believes in that strategies value and effectiveness.  
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However, research would indicate that “particular attitude and belief changes 
occurred only when implementation and training were combined with evidence of 
improved student learning” (Guskey, 2002 p. 385). 
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5.1. Worldview 
In planning the research study consideration was given to the views of the researcher. 
This was important because although “philosophical views remain largely hidden in 
research they influence the practice of research” (Creswell, 2009, p. 5). Upon 
reflection there are a “basic set of beliefs that guides the action” (Guba, 1990, p.17) 
of the researcher. These beliefs have been framed through the lens of a classroom 
practitioner working within a close staff room environment so often characteristic of 
schools. This environment is conducive to the discussion of teaching and learning 
matters and the collaborative development of ones ‘classroom craft’. 
In this environment an open discussion and analysis of the work of others determines 
elements that might best ‘fit’ the teaching practice of the researcher. As a teacher 
learning his craft, the researcher sought the advice of colleagues, listened carefully to 
their ideas, observed their practice, discussed its effectiveness and in so doing 
developed his own personal practice.  
In applying this view to the research one of the goals of the research was to “rely as 
much as possible on the participants’ views of the situation being studied. The 
questions become broad and general so that the participants can construct the 
meaning of a situation, typically forged in discussions or interactions with other 
persons” (Creswell, 2009, p. 8). 
Crotty (1998) identified assumptions that are particularly relevant to this research 
study:  
Firstly, meanings are constructed by human beings as they engage with the world 
they are interpreting, and this is the case with this study. While modelling and 
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guidance is provided to the participants, it is they who are determining the relevance 
or otherwise, of incorporating PoLT 2 into their teaching as well as determining its 
role in enhancing their own teaching practice. 
The use of open-ended questions in the interview process allowed for the participants 
to share their views and it was more likely that they were personal in nature and not 
conform to a rigid framework. 
Secondly Crotty (1998) argues that the basic generation of meaning is always social, 
arising in and out of interaction with a human community. The establishment of a 
PLC for teachers to reflect on their work promotes interaction where members can be 
challenged within a supporting environment and enables the researcher to generate 
meaning from data collected in the school environment. 
In effect, both the researcher and the participants of the PLC are engaging in an 
action learning process because they are critically reflecting on teaching practice, 
which it is hoped can lead to a “transformation of perspectives” (Gregory, 1994, p. 
47). This transformation can help the participant more clearly understand options 
open to them so that they may assume responsibility for their decision making 
(Mezirow, 1981) in this case adjusting and modifying their own pedagogical 
practice. 
5.2. Qualitative Method 
Bogdan and Biklen (2007, p. 274) define qualitative research as “an approach to 
social science research that emphasizes collecting descriptive data in natural settings, 
uses inductive thinking, and emphasizes understanding the subject’s point of view”.  
The goal of any form of qualitative analysis is to link the results obtained from the 
research to the environment in which they were produced, in this case an educational 
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setting in the form of a school. Qualitative researchers are “interested in studying 
social processes. How people make sense and create meaning, and what their lived 
experiences are like” (Salkind (Ed), 2012, p. 3). It is effective when seeking to 
collect data in the form of recorded conversations and general discussions with 
teachers on elements of teaching practice because this data is seeking to identify how 
teachers make meaning of PoLT 2 and then recording the experiences occurring in 
the classroom when PoLT 2 becomes part of practice.  
Qualitative inquiry aligns with the characteristics of work-based learning. Given that 
the study centred on the researchers own professional learning through an action 
learning approach the collection of qualitative data was a natural component of such 
a model.  
According to Creswell (2009) qualitative researchers tend to collect data at the site, 
where participants are experiencing the problem to be addressed. A feature of this is 
face-to-face interaction, talking directly to participants, observing their actions and 
through reflective conversations, that data is forthcoming. Creswell terms this a 
‘natural setting’. In so doing the researcher is often characterised as the instrument or 
tool in the process. This is because all “interpretations and observations are filtered 
through the researcher, who brings his own values and identity (see section above) to 
the process” (Salkind (Ed), 2012, p. 5). Qualitative researchers immerse themselves 
in the research study and engaging in the same activities and procedures as the 
participants. 
Further to the relevance of a qualitative methodology is the role of the researcher. 
Creswell describes this role in some depth highlighting that in qualitative research it 
is the researcher who actually gathers the information “through examining 
documents, observing behaviour, or interviewing participants” (Creswell, 2009, p. 
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175) and this information is collected through multiple sources including interviews, 
documents and observations and is non-numeric. Another feature of qualitative data 
collection is its focus on participants, perceptions and experiences. This focusses the 
attention of the study on a specific case, one aligned to the needs of the organisation 
providing the setting for the study. 
In using a qualitative approach, the researcher is typically involved in a “sustained 
and intensive experience with participants” (Creswell, 2014, p. 177). Qualitative 
research is an exploration and so is ideally suited to the social world of education. It 
relies on the “production of descriptive data: peoples own written or spoken words 
and observable behaviour” (Hatch, 2002, p. 6). In order to best ascertain a change in 
teacher beliefs, the final stage of Guskey’s model, the perspective of the participants 
must be collected. It is this investigative process that enables the researcher to 
gradually make sense of a social phenomenon, in this case teaching practice. This 
entails some form of immersion into the everyday lives of the participants with “the 
researcher entering the informants world and through ongoing interaction, seeking 
the informants perspectives and meanings” (Marshall & Rossman, 1989, as cited in 
Creswell & Plano-Clark, 2007, p. 205). 
High quality qualitative research involves the researcher working from extended 
periods of engagement within the research context and with the research participants 
(Williams, 2010). 
This engagement allows the researcher to develop a collegial professional relationship 
with participants and develop an understanding of their practice. In this case the personal 
experiences that influence participants’ perspectives on the role of teachers in the 
classroom, their interactions with students and their personal pedagogical practices.  
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No two teachers’ approach is the same. There are multiple approaches to teaching 
and learning. By immersing oneself into the PLC the researcher was able to develop 
an understanding of the participants’ engagement in the process, their commitment to 
their pedagogical practice and most importantly, witness the modifications in 
pedagogy, if any, that occurred throughout the process.  
By following this approach, the researcher was able to formulate and develop a 
picture of the action and interactions taken by participants in their professional 
learning journey. This helped develop an understanding of the value of collaborative 
professional learning in guiding participants to change their teaching practice. 
5.3. Personal Values and Beliefs 
The immersion into the PLC allowed the researcher to approach the research from 
the perspective of a participant, thus gaining a broad insight into the process involved 
in the professional learning of all members of the PLC. This is important in 
qualitative research as qualitative researchers should acknowledge that “their 
personal backgrounds and experiences shape their interpretations of the data being 
studied” (Creswell & Plano-Clark, 2007, p. 196). In addition, the researcher’s role as 
“the primary data collection instrument necessitates the identification of personal 
values, assumptions and biases at the outset of the study” (Creswell & Plano-Clark, 
2007, p. 196). It is vital therefore, that the researcher examines their own thoughts 
through a reflective process, this is an essential part of qualitative research (Burnard, 
1995) as it is imperative to “vigilantly maintain an awareness of ones pre-
understanding so that this does not influence analysis and or results” (Erligsson & 
Brysiewicz, 2017, p. 95). It is important that these personal values and experiences 
don’t lead the participants in the direction the researcher would like to go. The deep 
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engagement with, and in the research process, means that it is very difficult to 
separate the researcher from the qualitative research. 
By acknowledging the researchers past experiences and own pedagogical beliefs the 
investigators’ contribution to the research setting can be useful and positive rather 
than detrimental (Locke et al., 1987, as cited in Creswell, 2007). 
The researchers’ approach to teaching and learning has been shaped by a 27-year 
career in education. Initial engagement involved a 14-year career in the classroom at 
which time progression from a very traditional practitioner to one more flexible and 
comfortable in the role occurred. Initial pedagogical practice favoured a very teacher 
centric approach with directed instruction and knowledge mastery dominating 
pedagogical practice. Towards the end of the researcher’s classroom experience more 
student-centred approaches to learning characterised teaching practice. It was not 
until the researcher left the classroom and entered private practice as an educational 
consultant that a true understanding of the importance of student-centred learning 
developed. Aligned with his development was an understanding of how teachers 
could effectively practice models that facilitated student centred learning, for 
example Fisher and Fry’s Gradual Release of Responsibility Model.  
It was through the exploration of this model that the researcher became a devotee of 
collaborative learning in the classroom and developed a range of pedagogical 
approaches and strategies that encouraged this ‘style’ of classroom practice. It was 
this experience that equipped the researcher to quickly develop an understanding of 
PoLT 2. Further work in the tertiary sector as a lecturer in curriculum and pedagogy 
continued to shape the researcher’s pedagogical practice.  
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This experience enabled the researcher to present a range of diverse professional 
learning experiences for both schools and teachers. This role necessitated 
familiarisation with a diverse range of researchers in effective teaching and learning 
to enable mastery of the skills required to deliver effective and valued professional 
development in schools. This experience resulted in an awareness that the majority of 
professional development being delivered did not necessarily deliver lasting change 
in the teaching practice of those teachers who experienced the researcher’s 
presentations and workshops. This desire to assist teachers adopt high yield 
pedagogical strategies into their everyday practice and to effect lasting change in 
their teaching capacity is at the heart of this study. The researcher’s belief in the 
notion that teachers should have what Hattie, calls a “mind frame in which they see it 
as their role to evaluate their effect on learning” (Hattie, 2009, p. 18), allows for the 
advocacy of a process that leads to change in teacher practice and belief.  
5.4. Selecting the School and Participants 
This study was conducted on the campus of Fairholme College, an independent, day 
and boarding school for girls, located in Toowoomba, one of Australia's largest 
provincial cities, in South East Queensland, Australia. The school had an enrolment 
of 845 students (2017) from Kindergarten to Year 12, including 250 boarders in 
Years 5–12. There were 60 teaching staff at the College. 
The participants in this study were members of a PLC consisting of teachers across 
the school (from teachers of Early, Middle and Senior years). Most participants 
volunteered for membership although a small number of new staff were assigned to 
the PLC in order to fast track their understanding of PoLT 2. Each participant was a 
co-constructor of the knowledge sought by the researcher (Hatch, 2002) and while 
there was no concerted attempt to shape the group the composition of the PLC 
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reflected a community of varying years of experience in education, varying teaching 
specialties and subjects and diverse pedagogical practices. 
The eight members of the PLC, who voluntarily participated in the interview process, 
included two male and six female teachers and represented all three levels of 
teaching within the College – Early, Middle and Senior years. The group comprised a 
range of experience within the school, including classroom teachers, heads of 
department, middle school leaders and senior leaders. Areas of specialisation ranged 
from Kindergarten, Languages, Humanities, English and Mathematics. 
The gender and age makeup of the PLC reflected the characteristics of a single sex 
(girls) school with a prevalence of experienced long serving teachers on staff.  
A more descriptive background of each participant is included below. 
Participant One 
holds a senior leadership position within the College. He has been a member of 
the Fairholme College staff for 13 years and a teacher for thirty-nine years. His 
specialist teaching area is Mathematics and Science and teaches the subject of 
Mathematics to Senior (Year 11 and 12) students. 
Participant Two  
is a Head of Department in the Humanities area. He has been a member of the 
Fairholme College staff for six years and a teacher for twenty-eight years. His 
specialist teaching area is Geography and teaches the subject across the Senior 
school (Years 9-12). He has a diverse teaching background having taught in 
both the state and independent sector prior to his arrival at Fairholme College 
Participant Three  
is a Head of Department in Languages. She has been a member of the 
Chapter 5. Methodology 46 
Fairholme College staff for twenty-two years and a teacher for some thirty-
three years. Her specialist teaching area is Japanese and teaches the subject 
across the Senior school (Years 8-12). She also holds positions outside the 
College as a State Review Panel member (Japanese). Her teaching experience 
includes positions in both the state and independent sectors. 
Participant Four  
is a Music teacher having taught at the College for the past six years. Her 
teaching experience, prior to her arrival at Fairholme, was both extensive and 
diverse commencing in the late 80’s and involving employment at numerous 
schools in New South Wales before moving to Toowoomba to take up her 
current position. 
Participant Five  
is head of the Kindergarten program at Fairholme College, having taught at the 
school for sixteen of her thirty years in education. She has taught in the tertiary 
sector as well as in numerous primary schools.  
Participant Six  
has been teaching for ten years, six of which were with Education Queensland. 
She is currently in her fourth year of teaching at Fairholme College. She 
currently holds the position of Head of Middle School at the College and 
teaches Years 7 – 9 Humanities and Physical Education. 
Participant Seven  
is in her second year of teaching at the College. She has 25 years’ experience in 
education predominantly in the Independent sector and is a teacher of Year 
One at Fairholme. 
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Participant Eight  
has been teaching for eighteen years and has been at Fairholme College for ten 
years. She currently teaches Year 4 having previously taught Year 6. Her 
experience is in the independent sector. 
5.5. PLC Procedure 
Participants came to the PLC equipped with a background understanding of the 
Principals of Learning and Teaching (PoLT) and PoLT 2 in particular, having been 
involved in a general school-wide discussion around teaching and learning and 
having participated in two whole-of-school professional development workshops. At 
these workshops PoLT 2; the concept, the theory behind the three aspects of PoLT 2 
(positive interdependence, self-motivation and independent learning) and the 
identified benefits of these aspects in aiding student learning were presented. In 
addition, examples of classroom activities and strategies that are illustrative of a 
PoLT 2 learner were presented and practiced by participants. 
The PLC members further developed their understanding and incorporation of PoLT 
2 into their pedagogical practice at regularly scheduled after school, 90-minute 
meetings. These meetings occurred twice a term over a 12-month period as well as 
additional meetings during the pupil free days at the end of each term. The agenda 
for term time PLC meeting allowed for  
• the introduction of PoLT 2 appropriate teaching strategies 
• the practice and modelling of these strategies  
• reflection and refinement opportunities to facilitate development of subject and 
classroom specific activities (members working collaboratively to assist in lesson 
specific planning) 
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• opportunities for discussion of the implementation of new strategies into 
classroom practice as well as refinement of existing practice to better align with 
PoLT 2 (what worked, what didn’t, what could be improved and so on) 
• open question and discussion opportunities and collaborative planning. 
Between PLC meetings participants were encouraged to visit each other’s classrooms 
to observe strategies in action and to continue informal collaboration around PoLT 2. 
The end of term meetings were devoted to the sharing of individual practice and for 
collaborative reflection and refinement. At the end of term pupil free days, the 
members of the PLC shared their experiences with those staff members not involved 
in the PLC or the study. 
At all stages the sharing, reflection and refinement of practice occurred. 
5.6. Data Collection Procedures 
Successful teachers talk to each other and this study required collaborative 
approaches among its participants, however “successful teachers seem to have 
difficulty in articulating what they do in the classroom” (Ayers, Sawyer, & Dinham, 
2004, p. 148). This posed a dilemma for the researcher as forms of purposive 
sampling are more apt in qualitative studies. To facilitate in the sharing of 
information it was deemed most appropriate to design data collection based on 
formal interviews and a range of informal data collection practices obtained through 
the PLC process and through teacher collection of student material in the everyday 
classroom context. 
5.6.1. Formal Interview Process 
Interviews are “a purposeful conversation between two people designed to collect 
data” (Salkind, (Ed) 2012, p. 2). The purpose here was to collect data that supported 
a change in pedagogical practice of the participants, as well as, evidence of the 
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effectiveness of the study process. However, research, such as that conducted by 
Brown and McIntyre (1993) found that teachers have difficulty in articulating what 
they do in the classroom but are more likely to present information if the respondents 
feel sufficiently comfortable in the interviewers’ presence. Given the fact that the 
interviewer (researcher) had been working with the respondents for a considerable 
time it was more likely that such a relationship exists. 
Yet teachers grant more validity to what they actually observe in the classroom 
themselves. They know what is working and what is not through such methods as, 
their own classroom observations, students' class participation and behaviour and 
other general signs of student interest and engagement in the classroom experience 
(Guskey, 2007). A formalised survey approach lacked the flexibility to explore and 
probe teachers on their own thoughts and experiences. It has been shown that 
interviews with teachers and with PLC’s (DuFour, 2004) are especially valuable 
when identifying teaching practice. 
Because of this data collection involved the researcher conducting a series of face-to-
face structured, in-depth interviews with participants in the program.  Hatch (2002, p. 
94) describes these interviews as  
“structured in the sense that the researcher is ‘in charge’ of leading the 
interview, there is a set time established for the interview and they are most 
often recorded. They are semi-structured because, although researchers 
come to the interview with guiding questions, they are open to following the 
leads of informants and probing into areas that arise during interview 
interactions”. 
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The interviews were designed to “elicit views and opinions of the participants in 
relation to their practice” (Creswell, 2009, p. 181) and the adjustments they have 
made to said practice. To encourage exploration of these areas a sequenced 
questioning structure was developed whereby initial questions were designed to 
explore more general issues before focussing on individual practice. To facilitate 
this, four categories of questions were developed to explore participants reflections 
on the professional learning approach used by the study, the PLC process of 
professional learning, then progressed to an understanding of the learning process as 
a whole and their understanding of the College’s teaching and learning framework 
structured around PoLT 2. Finally, participants were asked to explore their individual 
teaching practice and to provide their thoughts on the development of their practice 
as a result of the learning experience. 
Researchers need to be mindful of the vulnerability of teachers who participate in 
qualitative research (Hatch, 2002). Teachers, particularly when discussing personal 
practice, are expressing a degree of vulnerability enhanced by a perception that the 
researcher might be passing a judgement on their practice. In addition, participants 
might be reticent in expressing their thoughts knowing that their workplace has a 
direct interest in the research outcomes. In response to such concerns the following 
considerations were included in order to minimise a perceived sense of vulnerability. 
Members of the PLC clearly understood that they were able to withdraw from the 
interview process at any time. This was communicated both orally and in writing. As 
a result, four members of the PLC chose not to partake in the interview process. In 
addition, a series of informed consent procedures were applicable to this study. 
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Since the purpose of the study was to develop a collective picture of the professional 
learning process and its success or otherwise rather than an individual record, names 
were not recorded, thus protecting participant anonymity (Creswell, 2009). 
The formal interview process described above received ethical approval from the 
University of Southern Queensland. 
5.6.2. Informal Methods 
Work based studies are often ongoing. The ongoing nature of such studies involves 
participants bringing their own expertise to a study and then researching and 
reflecting on this practice in order to improve performance at work (Gregory, 1994). 
This expertise has been termed practice-based knowledge and this knowledge can be 
determined in one of two ways; research based, acquired by keeping up to date with 
recent advances in educational research through participation in professional 
organisations, conference attendance and so on and practice based, acquired through 
experiences in everyday teaching practice and discussions with colleagues and 
students (Nilsen & Ellstrom, 2002). Fundamental to the notion of the development of 
practice-based knowledge is the concept of personal reflection. The reflective 
process has been identified by many researchers as being a means of “identifying and 
scrutinising the assumptions that underlie one’s thoughts and actions” (Nilsen & 
Ellstrom, 2002, p. 166). This reflection prepares the teacher for new experiences and 
leads to new skills, ideas and mind sets (Boud, Docherty, & Cressey, 2006). 
During this study, the researcher collected evidence related to the practice-based 
learning of both participants in the PLC as well as the broader Fairholme College 
teaching community involved in the initial information-based stages of the study. 
Much of this data aligns with what Strampel and Oliver (2010) describe as 
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‘descriptive reflection’, meaning that the “learner recalls what has taken place and 
their reactions to the situation” (Nilsen & Ellstrom, 2002 p. 166). 
This data collection involved participants providing feedback to the researcher as to 
their thoughts on both the program and their learning at the initial stages of the 
process. This feedback was provided in the form of email, written and oral accounts, 
which were collected, summarised and recorded in tabular form by the researcher. 
Such informal data collection continued with the formation of the PLC but increased 
in the depth and scope of information collected. Such data included descriptions of 
practice implementation and samples of lesson plans/student work. PLC discussions 
around practice implementation were also part of this data collection process. This 
process was designed to collect individual experiences and stories about the 
pedagogical practice of the PLC members and to encourage deeper personal 
reflection and refinement. This was an important and ongoing component of the 
drive to ensure successful change in teaching practice. Such data tended to align with 
‘dialogic questioning’, or questioning that encourages discussion, as it reflected 
participants re-evaluation of not only their learning experience, but also their 
pedagogical practice. It involved PLC members relating and connecting the new 
knowledge, gained through the professional learning process, testing its effectiveness 
in the classroom, aligning this new knowledge with their prior pedagogical 
approaches and making the new knowledge one’s own (Nilsen & Ellstrom, 2002). 
The dialogic nature of the PLC process encouraged participants to collectively 
address their new learning, listen to each other, share ideas and consider alternatives 
in a supportive environment, without the fear of failure, to reach a common 
understanding (Bromley, M, 2017) 
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By monitoring the conversations of the PLC, the researcher was able to access 
participants thoughts throughout the entire study and clearly monitor participants 
engagement with the learning process as well as their progression through the four 
stages of Guskey’s model of professional development. 
If teachers do, in fact make a difference to student learning and the purpose of 
teacher professional development is to improve practice (professional learning) in 
order to enhance student learning, then feedback from students is invaluable. While 
teachers can provide effective feedback to one another and in effect, validate practice 
from a teachers’ perspective, it is the student that really should have the most input 
as to whether practice is effective or otherwise. The research of Guskey (2002) 
indicates that it is the change in student learning that drives confirmation in the 
teacher that the adjustments that they are making are worthwhile and therefore 
worthy of inclusion in everyday practice. In other words, a change in belief. Marsh & 
Dunkin (1992) found that student feedback to teachers can be used to provide 
diagnostic feedback to teachers that will be used for teaching improvement. It is 
therefore desirable to obtain student views on the practices being trialled and their 
thoughts on their effectiveness in helping them learn. 
In addition to these data sources, participants were asked to collect and provide 
student feedback to the researcher. As part of effective practice teachers collect data 
from students continuously. Such data is commonly described as assessment. This 
ongoing and immediate evidence collection is designed to influence teaching practice 
by enabling teachers to reflect and refine their practice in order to enhance student 
learning outcomes. Generally, this data is collected from students through traditional 
assessment forms (observations, monitoring, tests, assignments and so on). This 
study sought to enhance the level of feedback obtained from students by teachers, by 
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focussing on the teaching and learning practices experienced by students in the 
classroom, rather than simply an understanding of content. 
This more specific feedback was collected through a series of questions presented to 
students by their teachers (participants in the PLC). The collection of student 
feedback was designed to collect evidence, from the students, of any noticeable 
change in the teaching practice of their teachers as opposed to other classes involving 
teachers outside of the PLC. Another purpose of the student survey was to collect 
feedback on the students’ ‘value’ of the pedagogical practices being trialled. Did they 
make for more engaging lessons, did they assist in enhancing learning and so on? 
The purpose here was to confirm change in teacher practice, that indeed professional 
development had led to professional learning. If students reinforced the positive 
nature of the pedagogical practice being modelled in the classroom, then according to 
Guskey (2002), that change is more likely to be maintained. An early study by 
McKeachie & Kulik (1975) found that student feedback did lead to an improvement 
in teaching practice, however the improvement was dependent on three specific 
influences: first, it depended on whether the information provided by the students 
provide something new to the teacher – in this case, student confirmation or 
otherwise of the effectiveness of pedagogical practice. Second, did the feedback 
coincide with the teacher’s motivation to improve and finally did the teacher have the 
knowledge or support structure to improve practice (Seldin, 1997)? Considering that 
influences two and three were addressed through involvement with the PLC and that 
the student feedback did indeed provide new information on teaching practice, such 
feedback was essential if teachers were to truly reflect on their practice. Thus, the 
collection of student feedback on teaching practice was a vital component of 
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effective and ongoing reflective practice and should be a common feature of school-
based practice. 
The data would provide further evidence of a change in student learning outcomes, 
or at least confirm that the pedagogical approaches being trialled were effective in 
assisting students to learn. Such feedback, if supported by teachers own personal 
observations of enhanced learning, would contribute significantly to a permanent 
change in practice. Teachers have enough evidence to validate such a change. 
In the collection of this feedback students were not personally identified and the data 
was used collectively rather than individually. The data was obtained by teachers in 
the course of their everyday teaching practice. 
5.7. Data Analysis 
Data analysis is the “process of systematically applying logical techniques to 
describe and illustrate, condense and recap, and evaluate data”. It “means organising 
and interrogating data in ways that allow researchers to see patterns, identify themes, 
discover relationships, develop explanations, make interpretations, mount critiques, 
or generate theories” (Hatch, 2002, p. 148). 
Various analytic procedures “provide a way of drawing inductive inferences from 
data and distinguishing the signal (the phenomenon of interest) from the noise 
(statistical fluctuations) present in the data” (Shamoo & Resnik, 2003, p. 32). 
In qualitative research studies such as this one, the data collected from interviews 
and general observations needs to be analysed in order to derive meaning and to 
transform a large amount of text into a “concise summary of key results” (Erlingsson 
& Brysiewicz, 2017, p. 94). Content analysis is a “research method that provides a 
systematic and objective means to make valid inferences from verbal, visual or 
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written data in order to describe and quantify specific phenomena” (Downe-
Wambolt, 1992, p. 314).  
The intent of qualitative content analysis is to derive meaning from the data 
collected, primarily in this case, through the interview process and draw realistic 
conclusions as to the veracity of the professional learning emerging from the 
professional development model underpinning the study. 
In qualitative content analysis “data are presented in words and themes which makes 
it possible to draw some interpretation of the results” (Bengtsson, 2016, p. 10). For 
the purpose of this research study, manifest analysis where the description “of what 
the informants actually say, stays very close to the text, uses the words themselves 
and describes the visible and obvious in the text’ (Bengtsson, 2016, p. 10) was also 
used. 
In order to make replicable and valid inferences from the data collected during this 
study the textual material had to be interpreted and coded. Coding involves the 
systematic evaluation of text and allows the researcher to analyse for patterns in 
observations through the entire data collection phase (Robinson, 2004).  
 5.7.1. Data Analysis Process 
Initially, a list of important concepts were identified from the interview transcripts, 
conversations within the PLC and the observations of the researcher. Once these 
concepts had been identified the interview transcripts were coded in alignment with 
each concept. To facilitate the investigation of common beliefs and adjustments to 
pedagogical practices of the studies participants, the researcher identified and 
counted the number of teachers who could be identified with each concept. For 
example, eight teachers reported that they valued the opportunity for collaborative 
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reflection and refinement of practice. Consequently, the concept ‘collaborative 
reflection and refinement’ was given a score of eight. The concepts, subsequent 
codes and outcomes are illustrated in Table 1 (Chapter 6). 
Individual concepts, where related, were grouped together to form Categories. For 
example, the two identified concepts of ‘observable changes in learning and 
engagement’ and ‘student feedback on pedagogical practice’ were grouped together 
to form the category ‘change in student learning outcomes’. 
In total, four categories were formulated from the questions asked. The four 
categories, illustrated in Table 2 (Chapter 6) were as follows: Validation of 
Professional Development, Change in Teacher Practice, Change in Student Learning 
Outcomes and Change in Teacher Beliefs. These categories were then linked to the 
Guskey model for pedagogical change 
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Chapter 6. Results 
 
6.1 Introduction to Results 
The following chapter reports the findings of the data collection process (formal 
teacher interviews, informal recordings, emails, and other data as well as data 
collected from students) that can deepen understanding of an effective process for the 
successful implementation of a professional development model that results in the 
professional learning of teachers through a verifiable change in teacher practice.  
This study was designed to evaluate a process for successful professional 
development. If it is accepted that the “purpose of teacher professional development 
is to improve the quality and consistency of teaching so that student learning can be 
improved” (Cole, 2004, p. 3) then effort must be made to reflect on both teaching 
practice (has it improved or been modified?) and student learning. Professional 
development needs to be verifiable and support the notion that true professional 
learning has occurred. At some point teachers need to show evidence of professional 
learning by either adjusting established practice or by doing something differently 
(Bredeson & Scribner, 2000) otherwise the purpose of any professional development 
they receive is compromised. 
Given the desire of Fairholme College to introduce a teaching and learning 
framework specifically focussed on the PoLT 2 any evidence of professional learning 
would need to include examples of teachers incorporating PoLT 2 elements into their 
teaching practice and modifying or changing practice to sustain these elements in the 
long term. 
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Guskey’s model of teacher change provides a focus for pedagogical change by 
outlining “the order of outcomes most likely to result in desired change and the 
endurance of that change” (Guskey, 2002 p. 3). 
As discussed in Chapter 3 Guskey, identified four stages key stages (See Figure 1) 
that need to be followed if professional learning is to be effective and change in 
professional practice is to be sustained.  
Figure 1: The four stages of the Guskey model of teacher change: 
Professional 
Development  
Change in 
Teacher 
Practice  
Change in 
Student 
Learning 
Outcomes 
 
Change in 
Teacher 
Beliefs 
 
As described in section 5.7.1. Data Analysis Process, the interview process identified 
several concepts that were seen to be significant by the members of the PLC in their 
attainment of change in their pedagogical practice. Table 1 identifies these concepts, 
the number of participants who mentioned each concept in the interview process and 
their frequency of occurrence.  
The concepts identified in Table 1 were grouped into four categories and these 
categories align with the four stages of the Guskey model. The concepts and their 
alignment to the four categories of the Guskey Model are identified in Table 2. 
 
 
 
 
Chapter 6. Results 60 
Table 1: Concept, Number of Responders, Frequency 
Concept Code Number of participants 
referring to concept (n) 
Frequency (%) 
Alignment with schools 
teaching and learning 
conversations 
ATL 7 88 
Communication of the 
justification for change JC 7 88 
Practical involvement of school 
leadership  SL 3 38 
Staff input drives professional 
learning SI 4 50 
Voluntary commitment V 6 75 
Collaborative modelling and 
sharing of practice CMS 6 75 
Collaborative reflection and 
refinement CRR 8 100 
Multi-disciplinary/multi-year 
collaboration MDC 4 75 
Observables changes in student 
learning and engagement OC 7 88 
Student feedback on teachers’ 
pedagogical practice SF 2 67 
Comparison of current practice 
V pre-practice COMP 8 100 
Embedding Practice EP 8 100 
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Table 2: Identified Concepts Aligned with the Four Categories of the Guskey Model 
Category Concept 
Professional Development Alignment with schools teaching and learning conversations 
 Communication of the justification for change 
 Practical involvement of school leadership 
 Staff input drives professional learning 
 Voluntary commitment 
Change in Teacher Practice Collaborative modelling and sharing of practice 
 Collaborative reflection and refinement 
 Multi-disciplinary collaboration 
Change in Student Learning 
Outcomes 
Observables changes in student learning and engagement 
 Student feedback on teachers’ pedagogical practice 
Change in Teacher Beliefs Comparison of current practice V pre-practice 
 
The results of the study provide a clear series of steps that need to be followed if the 
progression described by Guskey and illustrated in Figure 1, is to be successfully 
completed. The data gathered from the interview process provides an effective 
justification for a series of steps that are likely to bring about change in the 
pedagogical practice of teachers. They show the importance of a series of 
components that enhance the likelihood of the successful progression through the 
four stages of Guskey’s model of teacher change. The results support a sequence of 
events that are likely to not only facilitate a change in pedagogical practice but also 
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ensure sustained and lasting change, subsequently professional development 
programs will be far more effective and much more powerful in sustaining teacher 
professional learning. This study can be used as a template for schools looking to 
implement lasting change in the pedagogical practice of their teachers. 
6.2. Professional Development  
As has been discussed in the literature review, professional development in schools 
has traditionally been a hit and miss affair often resulting in poor outcomes. The 
unfocussed, short-term workshop style delivery with little or no follow up diminishes 
the capacity of teachers to engage in effective modes of professional learning over 
the long term. (Cole, 2012). 
This study indicates that professional development can be enhanced through the 
inclusion of five key concepts. If these concepts are incorporated into a schools 
professional learning program, the results suggest that teachers are more willing to 
experiment with changing their practice by including elements from their 
professional development into their teaching practice. 
This is an important finding. Traditional models of professional development for 
professional learning would support the notion that teachers receive instruction and 
then automatically apply this learning into their teaching practice. This study 
supports Guskeys argument that changing teacher practice is a far more complicated 
process. 
Before teachers engage in the message of any professional development, they must 
have a level of belief that the professional development is relevant, worthwhile and 
can assist their professional practice. This study identifies five key areas that can 
assist schools in the development of such a belief in their teachers. Each one is 
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essential if teachers are to engage with the message of the professional development 
they receive, and these are outlined in Figure 2. 
Figure 2:  
Key concepts required for teachers to engage with professional development 
Professional 
Development 
 
a) Aligned with schools teaching and learning 
conversations 
 
b) Teacher understanding of the justification 
for change 
 
c) School leadership are direct participants in 
the process 
 
d) Voluntary commitment to implement key 
concepts of professional development 
 
e) Staff input drives implementation of key 
concepts 
 
CONCEPT 1) Professional development needs to be clearly aligned with schools 
teaching and learning conversations 
The introduction to Chapter 2 outlined the school review that lead to Fairholmes 
decision to look at PoLT as part of their teaching and learning framework. An 
outcome of the internal school-based discussion around the need for a teaching and 
learning framework and the selection of PoLT 2 as that framework, was that staff 
were familiar with these concepts and realised that the school was ‘serious’ in the 
exploration of PoLT 2. The fact that this exploration was initiated by school 
leadership is significant for when there is a high degree of leadership support for 
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teacher learning and when there is a high degree of staff interaction, trust and support 
(Sackney, 2003) a professional learning culture is most likely to develop. 
This fundamental awareness of PoLT 2 and the desire by the College to support 
teachers in their learning of PoLT 2 was identified by the participants in the study 
program when asked during the interview process why they had become involved in 
the PLC. 
I initially became involved because PoLT was an important part of the 
Fairholme community and I was coming in new to that community and I 
wanted straight away to determine the philosophy behind their teaching and 
learning ideas and why they did things the way they wanted to do them. It was 
obvious that the school had looked seriously at several strategies and had 
selected PoLT for their students and their clientele and so they must have done 
that for a reason. An area they need improvement in and PoLT seemed a big 
shift form where I had come from and so this provided an opportunity to 
familiarise myself with the Fairholme way and include this in my practice and 
better understand the needs of the students at the College. 
Participant Six 
Participant’s perspectives reflect a shared understanding of the significance of PoLT and 
its link to the College’s desire to implement PoLT as part of its teaching and learning 
framework. Hence participants were aware of the significance of the professional 
development they were undertaking and the school’s intent to develop and implement a 
common approach to teaching and learning. 
CONCEPT 2) Shared understanding of justification for change 
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Through this reflective process resulting from the College’s response to the Self-
Improving Schools Study, conversations around the justification for change in the 
teaching and learning practice of the College were forthcoming. One important 
aspect of high-quality professional development is a shared belief in the importance 
of the process and the end result, thus “structures and opportunities for effective 
professional learning are inadequate without teacher motivation to engage in those 
experiences” (Archibald, et al., 2011. p. 7). Such an approach is supported through 
data collected in the initial stages of the study. Here teachers were invited to respond 
to the ‘awareness’ phase of the professional development, as enabling ownership of 
the process was seen as an important outcome by the College leadership team. 
Feedback from participants in the early, whole of school, introductory phase of the 
study indicated an understanding by many staff of the need for the adoption of PoLT 
2 into the College’s teaching and learning framework. 
This understanding was developed through a collective conversation around the 
characteristics of College student learners and an almost uniform consensus on the 
need to move students away from a dependency on the teacher as the source of 
knowledge to a more nuanced approach where students take greater ownership and 
responsibility for their own learning. Staff at the College felt that students were too 
dependent on direct instruction and were not developing the skills of collaboration 
and self-motivation necessary of independent learners. The widespread acceptance 
among staff of the need to include PoLT 2 into any teaching and learning framework 
contributed to a desire in some staff to commit fully to the PLC process. 
In addition, this initial phase focussed on awareness-raising among the entire staff of 
the components and characteristics of PoLT 2 and the type of teaching practice that 
encourages the development of the skill of, amongst others, positive 
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interdependence. Inherent in this process was the modelling of a range of strategies 
designed to build the skills required for productive collaboration. 
“This component involves students collaborating on meaningful tasks and 
responses to questions. While the teacher uses strategies (such as 
cooperative learning strategies and strategic selection of groups) to 
establish an atmosphere of cooperation and collaboration, the focus is on 
the meaningful learning” (PoLT, 2018). 
Modelling proved vital in engaging participants in understanding what the product of 
the professional learning process could look like.  
Data collected from staff during and after the modelling phase supported the 
development of a shared understanding among teachers of the justification for 
change 
• There is scope for co-operative learning to be practiced across all subjects 
and year levels. 
• Yes, I believe co-operative learning does fit very well into the Fairholme 
model. 
• I came away from the session yesterday feeling quite excited 
• I believe we do need to promote greater independence for our students and for 
parents to understand that they need to allow students to become more 
independent learners and individuals. 
In developing this understanding among Fairholme College staff, conversations 
about the need for and development of a teaching and learning framework, could 
occur without the feeling that this was a ‘directed’ approach imposed on staff by 
school leadership. 
Chapter 6. Results 67 
CONCEPT 3) Staff feedback forms the basis for future professional learning 
An important role of the researcher was to identify and address ‘concerns’ of 
teachers at this awareness phase. This two-way process ensured barriers to 
developing an awareness of the need for, and potential of, changed teaching practice 
could be addressed at subsequent learning opportunities. This data was collected a 
part of informal conversations about pedagogy and teaching practice undertaken 
during the awareness phase of the professional development. 
Such feedback identified concerns of staff that would then become the focus for 
future discussion and modelling and marked an important step in the development of 
a culture of sharing, dialogue, experimentation and critique (AITSL, 2014). 
Data collected at this stage of the process helped identify teacher concern with the 
selection of PoLT 2 and the College’s focus on developing positive interdependence 
among students  
My concern with this is that some girls will then simply copy their neighbour’s 
answer but not necessarily ‘work together’ with their neighbour. 
Staff feedback identified that some staff were not enthusiastic adopters of the need to 
incorporate PoLT 2 into teaching and learning practice. In addition, feedback also 
indicated the view amongst some staff that PoLT 2 and its characteristics were better 
suited to the study of some subjects and not for others: 
I cannot see the model demonstrated, working in the Math’s classroom, 
especially at the senior level. 
and  
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If you can demonstrate how a Math’s class can run any differently to what I 
have outlined above, please invite me to your class to see how it works. 
In addition, concern was expressed over the time it would take to master the new 
teaching and learning framework. Time is a valid concern among busy teachers. 
• The time constraint has been a key factor 
• I am apprehensive about the time factor and how much of a lesson it would 
actually take up 
• My concern is about the time in which to run these activities and achieve what 
we need to with the curriculum 
The most effective professional development “emphasises active learning, 
observation and reflection rather than abstract discussions” (AITSL, 2014. p. 3) and 
staff reflection would guide the future conversations around the implementation of 
PoLT ensuring that staff could see that their collaborative discussions were focussed 
on actions related to identified goals around the implementation of a teaching and 
learning framework around PoLT. 
While such feedback might be seen as negative in the progression of the study, it 
served several purposes. It focussed attention on a specific goal and teachers could 
be seen having conversations around this specific focus. Even if these conversations 
could be classified as being at a shallow level of learning, where participants have 
some understanding and meaning, in this case applying a base level of awareness of 
PoLT 2 to their own teaching practice, they are important in the context of this study 
because it is this shallow learning that serves as the prompt for some teachers to 
continue their professional learning and commit to a more extensive program or what 
Fullan describes as a group of teachers “working insightfully on the solution 
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(implementing PoLT 2 into their everyday practice) and committing themselves to 
concentrated action together” (Fullan, 1993, p. 34). 
 
CONCEPT 4) School leadership are direct participants in the process 
Data collected in the study supported the presence of school leadership in the 
professional learning process.  
Feedback from the studies participants indicated that the involvement of the College 
leadership team was highly valued by teachers.  
Good to see those in senior leadership positions participating in the process 
and to see them trying and possibly failing. Enables me to open up more freely 
about things that didn’t work. Has created a culture where you can discuss 
elements that have not worked well. Inspiring that I can share experiences with 
them.  
Participant Two 
Through involvement in the professional learning process leaders can gain insight 
into the understanding of the issues, concerns and progress of teachers participating 
in same process. Studies (Hilton et al. 2015) have found that active participation can 
also lead to the adoption of new practices and processes as they lead their schools in 
a change process.   
In order to be at the forefront of the development of the framework and be a 
leader in its implementation, it was critical that I became part of the pilot 
group. 
Participant One 
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The study supported school leadership involvement as an essential component of the 
successful adoption of professional development messages into teacher practice. The 
sense that school leadership involvement gives the process more credibility, emerged 
out of the study. 
CONCEPT 5) Establishment of voluntary PLC with early adopters to refine practice 
The objective of the Professional Development phase was not to change teacher 
practice, as this is unlikely given that “teachers often admit that the professional 
development they receive provides limited application to their everyday world of 
teaching and learning” (Lieberman & Wilkins, 2006, p. 125). Rather the intent of the 
Professional Development phase was to determine a more focussed professional 
development pathway. This pathway focussed on the establishment of a voluntary 
Professional Learning Community (PLC) through which members could revise their 
practice to implement the teaching and learning framework of the College. The focus 
of the PLC was to provide a teacher-driven collaborative, ongoing and meaningful 
forum by which participants could work towards enhancing teaching practice by 
modelling the College’s teaching and learning framework. 
Members of the PLC had, through the initial Professional Development phase, 
developed an interest in further exploration of PoLT 2 and, with the exception of two 
later members to the PLC, were all volunteers. 
Data collected indicated that a professional development process aimed, not at 
changing practice, but rather at stimulating interest in developing practice further, 
was essential in attracting members keen to experiment with their own pedagogical 
practice. Members of the PLC would become “collaborative creators and 
implementers of contextualised professional knowledge” (Lewis, 2003, p. 264). 
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Data collected during the study highlighted the value of the PLC environment in 
developing collegial relationships. Collegial relationships occur when teachers “talk 
about practice, share craft knowledge, observe one another and help one another 
achieve a common goal” (Drago-Severson, 2007, p. 73) and evidence of the 
development of collegial relationships emerged during the formal interview stage of 
the study when participants outlined the reasons for participating in the PLC and the 
benefits they derived from such participation. 
It was apparent that most participants came to the PLC with a keen interest in 
professional learning and a desire to learn from others in part of a professional 
conversation group. 
It gave us a space to come together as a group and discuss our practice both 
from a theoretical and a practical viewpoint. 
Participant Eight 
I liked the approach of PoLT 2 and wanted to learn more from other Fairholme 
teachers. If they signed up for this then they were progressive and good to 
observe and learn from. 
Participant Four 
Commitment to ongoing professional learning and the desire to learn from colleagues 
was a major factor in teachers wanting to take part in the professional development 
process. 
Any professional learning is for enhancing practice. I hope that I am on a 
continuous improvement cycle. Essentially keen to explore new things to 
continue learning. 
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I clearly remember the gatherings that other teachers shared examples of their 
teaching practice. I found that I was just so inspired. This encouraged me to 
adapt their practice into my context and to see how things went. Hearing those 
stories from my colleagues I found inspirational and wanted to try them out 
myself. 
Participant Two 
The nature of the PLC provided opportunities for members to enhance their 
understanding of PoLT  
Participation in the PLC just made me more aware of the PoLT principles and 
made me aware that it is a beneficial way of teaching as well as developing 
good life skills beyond school, to enable students to work collaboratively and 
this is a beneficial skill set to have. When you teach them more explicitly and 
then integrate it into the curriculum its beneficial.  
Participant Six 
The results indicated that a characteristic of those teachers joining the PLC was a 
belief that teachers professional learning should be continuous and ongoing. This 
belief was accompanied by a desire to learn from colleagues  
I am always interested in learning new things and self-development 
particularly thinking about and reflecting on teaching.  
A key motivator is engaging in studies to highlight to other educators what 
actually happens in the Junior years. I think it is a good way of highlighting 
that things are happening in Kindy and that it is not just play and having a 
good time, but that there is learning and development and that we do know 
what we are doing. 
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Overall the opportunity to engage with fellow staff was enlightening. It was 
great to share the stories and ideas from other teachers and I liked this 
opportunity as we don’t do this enough. 
Participant Five. 
Life-long learning and reflective practice are essential aspects of the teaching 
profession (McKernan & McKernan, 2013) and it is clear from the data that 
participants volunteering for the PLC exhibited a commitment to both life-long 
learning and reflective practice. The initial professional development phase served to 
attract participants to a PLC who shared a belief that the professional development 
process would continue and serve to expand their “knowledge and skills, contribute 
to their growth, and enhance their effectiveness with students” (Guskey, 2000, p. 
382). 
6.3. Change in Teacher Practice 
A key part of the PLC process was to provide the structure to enable participants to 
feel comfortable to commit to changing practice, the second stage of Guskey’s model 
of staff development. Teachers must feel a sense of personal accomplishment to 
establish and maintain changes in instructional practice (DuFour, Eaker, & DuFour, 
2002). This ‘change in teacher practice’ is essential in the achievement of successful 
professional development outcomes. Yet change is primarily an experiential based 
learning process for teachers, they need to try the practices presented as part of the 
professional development process.  If this does not happen teachers themselves can 
contribute to the poor transference between professional learning and classroom 
practice. This can be done through teachers 
“not expecting that their participation in a professional learning might lead to 
a change in practice, not being supported to introduce improved teaching 
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practices and not encouraged and supported to assist other teachers to 
understand and take up the improved teaching practices” (Cole, 2012 p.7). 
Crucial to changing teacher practice then is providing an environment by which 
“individual teachers expand their repertoire of strategies with the help of their 
colleagues” (DuFour et al., 2002, p. 52). This environment is of course the PLC. 
A crucial phase in changing teacher practice is looking at what can be described as 
‘micro’ methods for implementing professional development, focusing on individual 
strategies that might link to the broader macro concept looking to be introduced. In 
this study Fairholme College have been looking to implement a PoLT focused 
teaching and learning framework, with reference to PoLT 2. Under the model 
developed by this researcher it is essential to the implementation of this broad focus 
(PoLT 2) that particular individual strategies that align with PoLT 2 are introduced. 
In this way teachers can ‘see’ strategies presented and modelled which, if 
implemented, will assist in the integration of PoLT 2 into their teaching practice. It is 
essential for professional learning that there is a “focus on more concrete actions that 
generally can be understood and implemented in a relatively short period and then 
improved over time” (Cole, 2012, p. 21) and this can occur when particular teaching 
strategies that directly relate to the desired teaching practice are demonstrated and 
reflected upon. 
The initial feedback obtained at the awareness stage of the Fairholme Study 
supported the importance of modelling, with teachers commenting on the need to see 
PoLT 2 in action in a classroom setting before they felt comfortable implementing 
similar strategies;  
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are there other practical, simple strategies that we could apply within our 
classrooms? 
 and  
if you can demonstrate how a Math’s class can run any differently to what I 
have outlined above, please invite me to your class to see how it works.  
Teachers were also wanting  
to develop some more standard cooperative learning activities (develop a bank 
of cooperative learning strategies) 
that might facilitate POLT 2 implementation. 
In this Fairholme College study these initial reflective comments from the general 
teaching staff helped the researcher develop a number of initiatives within the PLC, 
identified in Figure 3, to support teachers in mastering teaching strategies directly 
linked to PoLT 2 and identify key elements in teachers commitment to changing 
practice. 
Figure 3: Key concepts identified as being necessary for teachers to change practice 
Change in  
Teacher Practice 
 
a) Collaborative Modelling 
 
b) Collaborative reflection and refinement 
 
c) Multi-disciplinary/Multi-year collaboration 
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Further, this study identified three key concepts that were necessary to give teachers 
the confidence to trial changes in practice explained and modelled through the 
professional development process. These concepts are explained further below. 
CONCEPT 1) Collaborative learning involving modelling of practice 
Positive changes in practice has been found in teachers that attend workshops that 
focus on how to teach new curriculum (Cohen & Hill, 2000). Teachers “want 
professional development they can use immediately to help them prepare and deliver 
what their students need the most” (Matherson & Windle, 2017, p. 30) and in the 
case of Fairholme College, this was PoLT 2. 
A range of PoLT 2 aligned strategies including cooperative learning strategies were 
modelled to the participants of the PLC. Much of this modelling revolved around the 
work of Johnson and Johnson who argue that positive interdependence, a key 
element of PoLT 2 results in promotive interaction as “individuals encourage and 
facilitate each other efforts” (Johnson, Holubec, & Johnson, 1994, p. 14). 
Participants in the PLC were exposed to a number of cooperative learning strategies 
that encouraged students to “exchange information and insights, discover weak 
points in each others reasoning strategies, correct one another and adjust their 
understanding on the basis of one another’s understandings” (Johnson et al, 1994, p. 
14). These strategies were presented in formats that allowed teachers to begin 
implementation almost immediately and enabled the trialing of many of the 
presented teaching practices. 
The opportunities to witness strategies being modelled by other teachers was a key 
element in the participants of the PLC being able to analyse their own practice and 
explore new possibilities in relation to standards of practice (Timperley et al., 2007). 
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The appreciation of the modelling of practice specifically aligned to PoLT was 
viewed most favorably by participants in the PLC and resulted in the trialing of new 
practice.  
This modelling occurred in two forms, firstly through the modelling of practice by 
the researcher and secondly through observing modelled practice from colleagues 
within the PLC 
The chance to visit other classrooms and observe these teachers was really 
good professional learning. It reinforced the significance of PoLT as it was 
standard practice in these classrooms. I brought back some ideas that have 
since been incorporated into my current teaching practice. For example, I had 
another whiteboard installed in the classroom for the girls to doodle on. They 
use the board for kanji practice and writing sentences. 
Participant Three 
By encouraging a culture of peer observation and classroom walkthroughs, 
shared strategies are more prominent; teachers are gaining confidence 
experimenting under the Principle 2 guidelines. There is greater evidence of 
professional conversations and the sharing of ideas. 
Participant One 
Teachers want professional development that Matherson and Windle describe as 
showing a “more practical way to deliver content” (2017, p. 28). The modelling and 
practice of teaching strategies demonstrating this ‘practical way’ and clearly 
illustrating the pedagogical adaptations in action, were seen as priorities for teachers. 
Working in the group reminded me of the active strategies that we can use to 
engage students. So, through this time, and since, I have tried to be more 
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creative in using different strategies … such as role-playing using costumes to 
improve characterisations, jigsaw strategy for HASS. 
Participant Eight 
I clearly remember the gatherings that other teachers shared examples of their 
teaching practice. The structured material we were presented with nudged me 
to try it. As a result, I really enjoy and feel much more confident with 
collaborative strategies in the classroom particularly 1:4:P:C:R 
Participant Two 
The study identifies that an important step in facilitating change in teacher practice is 
the modelling of clearly aligned strategies. Another vital component of supporting 
this change in teacher practice is the ability to reflect and refine personal practice. 
CONCEPT 2) Collaborative reflection and refinement of practice 
Teachers who plan and work together over time to build commitment not only to 
each other but also to further learning (Little, 2003). Blase & Blase (2006) found that 
“consultation with peers enhanced teachers' self-efficacy (teachers' belief in their 
own abilities and capacity to successfully solve teaching and learning problems) as 
they reflected on practice and grew together, and it also encouraged a basis for action 
(improvement through collaboration) on the part of teachers” (p. 22). 
Responses from the interview process reflected the value and importance 
participants placed on the reflective process encouraged through the PLC. Members 
were not only able to observe modelled practice of strategies that aligned to teaching 
practice that incorporated elements of PoLT 2, but were able to collegially reflect on 
the observed modelling in order to seek clarification and consolidate learning.   
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I think any opportunity that brings members of a group together with the 
express intent of allowing open and diverse dialogue is beneficial.  
Participant Eight 
Researchers have long shown that peer conversation is a necessary component of 
constructing meaning (Vygotsky, 1978). Ideally teachers should see it as their 
professional responsibility to receive and give feedback to their colleagues and the 
research study supports this notion and established the PLC model as the most 
effective structure for creating the environment in which such reflection can occur. 
This reflection and sharing consolidates a change in teacher belief and is seen as a 
valuable part of teacher practice. 
The process has been a great consolidation of teaching practice but also a 
learning process through the great ideas that came from the sharing of ideas 
(group ideas and activities for example). Looking at what I do from a different 
perspective and from a different way to get the most out of the strategies and 
my practice. 
Participant Six 
It has been a great opportunity to reflect on pedagogy and what works for me 
in my classes.  
Participant Three 
Participants supported that individual pedagogical practice was enhanced through the 
collective sharing undertaken in the PLC  
My practice was very much enhanced by the sharing of simple and complex 
examples of how other teachers did PoLT 2 
Participant Three 
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CONCEPT 3) Multi-discipline and multi-year collaboration 
One of the strengths of the PLC structure was the inclusion of teachers from across 
all sectors of the schools teaching staff. This enabled those teaching in different 
sections of the school (Early years, Primary and Secondary) to share practice but also 
to hear and discuss practice occurring across other sections of the school. This 
contributed to an enhancement of participant understanding of teaching and learning 
practice across the school. Thus, the collaborative structure developed around the 
PLC appeared to break down the isolation some teachers felt particularly those 
teaching in the Early years. By bringing together teachers with different kinds of 
expertise these structures enable teachers to learn at their individual ‘zone of 
proximal development’ (Vygotsky, 1978) 
I got to know some of the other staff more. If I had opportunities to interact in 
regular school meetings e.g. staff room there may have been more sharing and 
professional dialogue and sharing of ideas so I didn’t get the opportunity to 
engage at that level only when we met as part of the study. But I did enjoy 
hearing about what they were doing in their classroom settings and what is 
happening in the rest of the school. 
Participant Five 
It was good to cross fertilise with the senior school teachers as it is very rare 
that we engage with senior staff in an academic sense. 
Participant Seven 
The sharing of teaching practice and the resulting discussions were valued by 
participants and helped to bring teachers together. In the busy life of schools’ 
teachers do not have regular opportunities to engage with each other in substantive 
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conversations around professional practice. When these occur, they appear to be 
especially valued.  
It was great to share the stories and ideas from other teachers and I liked this 
opportunity as we don’t do this enough. 
Participant Six 
The collaborative reflection undertaken by participants in the study not only 
enhanced the understanding of whole of school practice, but also contributed to the 
establishment, within participants, of collective teacher efficacy. Collective teacher 
efficacy refers to teachers shared belief that through their collective action they can 
positively influence student outcomes (Hattie, 2009). This vison was reinforced by a 
sense of collective responsibility for instructional practice across the school. This is 
especially relevant given that Fairholme College is a K-12 school and the schools 
teaching and learning framework should be reflected across all levels. It was felt that 
all participants valued the awareness of the instructional practices of their colleagues, 
no matter what year level taught.  
I think my involvement raised their awareness of early childhood pedagogy 
and how some of these ‘common’ practices look like in the early year’s 
classroom. It is always helpful for a teacher to see where students have come 
from and where they are getting too.  
Participant Five 
Participants responses supported the fact that members of the PLC, through the 
modelling and collaborative reflection process, became accepting of the practices 
(Guskey, 2002) modelled and the principles of PoLT 2. While members of the PLC 
were developing a growing confidence in the teaching of PoLT 2 embedding this 
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practice into teaching practice was not guaranteed. There would need to be evidence 
of the new pedagogical practice making a measurable difference to the learning 
outcomes of students if such embedding was to occur. 
6.4. Change in Student Learning Outcomes 
Student voice is an important component of sustaining teacher change. The study 
surveyed the students of teachers involved in the PLC to ascertain student awareness 
of changes in pedagogical practice. If change was apparent, then teachers are likely 
to value the new practice and continue to adopt it.  Results of the study identified two 
key concepts contributing to the participant teachers sense that change was evident in 
student learning and these are outlined in Figure 4. It is necessary for teachers to note 
such changes if they are to believe that the adaptations in practice being trialling are 
indeed worth pursuing (Guskey, 1984, 2002, 2016). 
But it is also vital that student voice is included in the development of an accurate 
picture of any changes to student learning.  
Figure 4: Key concepts identified as being necessary for teachers to change practice 
Change in  
Student Learning 
 
a) Observable changes in learning and or 
engagement 
 
b) Student feedback on pedagogical practice 
 
These concepts are explored further in the following sections. 
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CONCEPT 1) Observable change in student learning and or engagement: 
In order to determine whether members of the PLC had noticed observable change in 
student learning and engagement, the interview process explored evidence of 
observable change. 
Responses overwhelmingly indicated that teachers had indeed observed changes in 
student learning and engagement (Appendix 2 provides examples of teacher 
observations from the classroom) and were encouraged to continue experimenting 
with new practices by the responses of their students.  
 
Much of our class focus has been on developing oral/aural skills but we have 
also learnt kanji that are relevant to the topic. Whilst the girls were able to 
help one another, they also quickly worked out who was up to speed with 
vocabulary and kanji etc and were able to reflect on their own revision. I felt 
that when they said, “I really need to learn this” they had come to a conclusion 
about their learning and they acted on it. It proved to be far more effective than 
being told by their teacher that they should revise on a regular basis. 
Participant Three 
One of the key results to emerge from the student survey was the number of 
students who appreciated the enthusiasm I exhibited in trying new things. 
Seemed to reinforce the notion that students respond well to teachers who try 
new things and have an enthusiasm for their teaching and for trying things. 
Participant Two 
Several teachers detected enhanced student ownership in their learning as a result of 
their PoLT 2 influenced pedagogy. 
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Students have benefited because they own their learning. They enjoy learning 
from their peers. It is far more interesting than listening to me! They also love 
the kudos of us believing in them. 
Participant Four 
I also have seen firsthand how much the girls enjoy the experience and can 
already see that these activities are not only helping them with the content they 
are learning but are preparing them for their future, when they will be leaps 
ahead of others who have not developed interpersonal skills to the same extent. 
Participant One 
Because of the enhanced interactions we now have in the classroom and the 
focus I have on particular activities and getting students to share their 
knowledge with each other and getting them to realise that they are learning 
resources. They (students) themselves believe that they have a wealth of ideas 
and knowledge that are beneficial to each other. This has been one of the 
things I have really taken on board, empowering the girls to realise that they 
do have something to offer each other and that they are learning resources. 
Participant Six 
From the data collected as part of the interview process as well as the evidence of 
teaching strategies used in the classroom (described in appendices 2) it could be seen 
that participants in the PLC were collecting data that supported their PoLT 2 
focussed pedagogical practice and that the model of professional learning trialled at 
Fairholme College was resulting in change in teaching practice. 
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CONCEPT 2) Student feedback on pedagogical practice 
Student data collection (survey) 
The participants of the PLC collected data from students in one of their classes as 
part of the data collection process confirming change in student learning outcomes. 
This feedback was collected by the teachers themselves through a survey conducted 
during class time. The survey was designed to assess the effect of PoLT 2 strategies 
and practice on the learning of students by comparing comments of students in a 
PoLT 2 class and their other classes. It was hoped to see a distinct difference 
between what was occurring in PoLT 2 classrooms as opposed to other classes. In 
order to best identify this difference a seven (7) – point Likert scale was used. 
Research has found that 7-point scales resulted in stronger correlations (Lewis, 1993) 
and that data from Likert items (and those with similar rating scales) becomes 
significantly less accurate when the number of scale points drops below five or above 
seven (Johns, 2010). 
Students were specifically asked to review the teaching practice they were 
experiencing in both PoLT and non PoLT classrooms and their teachers’ practice in 
both PoLT and non PoLT classrooms. 
While it should be noted that there were some issues with the survey methodology, 
which may have impacted on a definitive comparison, for example, the Junior classes 
only had the same teacher all year so difficult to note change in teaching practice 
when that teaching practice is common throughout the year, (better control classes - 
teachers not involved in the PoLT group - would be beneficial) responses  given by 
students in both the teaching and teacher components of the survey showed a 
consistent increase in PoLT related teaching and teacher practice in those surveyed 
classes of teachers involved in the PoLT 2 PLC as compared to ‘other classes’. 
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The survey data indicated that the students themselves supported the modifications in 
teaching practice they were experiencing. 
6.4.1. Student Survey Responses 
Students were asked to identify whether teaching practice aligned to PoLT 2 was 
occurring in their class as opposed to other classes they were part of. A 7- point 
scale was used where 1 was ‘never’ and 7 ‘a great deal’. 
The first section of the survey (see appendix D) asked students to reflect on the 
teaching practice occurring in the PoLT classes. Students were asked to note the 
occurrence of certain teaching practices aligned with the principles of PoLT 2 in their 
class. These practices, those that promoted positive interdependence, self- motivation 
and independent learning in the classroom, were identified through questions such 
as:  
‘I have the opportunity to share my thoughts and ideas with others’ and 
‘My classmates give me feedback and comments that help improve my 
learning’ 
These questions were interspersed with those that reflected teaching and learning 
practices that did not align with PoLT 2. Examples of these types of questions 
included: 
 ‘If I have a question, I ask the teacher first’ and 
 ‘I do lots of worksheets in class’. 
The responses to the survey questions overwhelmingly identified practices that 
aligned with PoLT 2. 
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A sample of the survey results are included below. The results given are of students’ 
responses that indicated the practice occurred either “A Lot” or “A Great Deal” 
Table 3: Student Survey Response Question 1 
DO YOU DO THESE THINGS IN YOUR CLASS/SUBJECT? – the PoLT 
group classes (70 respondents) 
Top 5 Responses 
1. My teacher listens to and respects what students in 
the class say. 
45/70 65% 
2. I often participate in group tasks. 32/70 46% 
3. I have the opportunity to share my thoughts and 
ideas with other students. 
30/70 43% 
4. I know students who I can ask for help. 29/70 42% 
=5. I work with other classmates. 28/70 40% 
=5. I enjoy myself. 28/70 40% 
 
The same students were asked to indicate whether the same practices occurred in 
their other classes (those taught by teachers not involved in the PoLT 2 PLC study). 
It was clear from these results that both teaching and learning practices that aligned 
with PoLT 2 were not occurring as frequently in the student's other classes.  Such 
findings served to support the notion that, teachers involved in the PLC groups as 
part of the research project, had indeed changed practice. Examples of the strong 
results in support of PoLT are found below. 
 The results given below are of students’ responses that indicated the practice 
occurred either “A Lot” or “A Great Deal”.  
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Table 4: Student Survey Response Question 2 
DO YOU DO THESE THINGS IN OTHER CLASSES?  
A Lot and A Great Deal 
1. My teacher listens to and respects what students in 
the class say. 
34/70 49% 
2. I often participate in group tasks. 30/70 43% 
3. I have the opportunity to share my thoughts and 
ideas with other students. 
17/70 25% 
4. I know students who I can ask for help. 35/70 50% 
=5. I work with other classmates. 24/70 35% 
=5. I enjoy myself. 28/70 40% 
 
Graph 1: Student Survey Responses Question 1 and 2. Comparison 
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Reflection: 
It is interesting to note the significant difference between the PoLT 2 trial group and 
‘other classes’ in the response to the question “My teacher listens to and respects 
what students in the class say”. The difference between the groups 65% as opposed 
to 49% could indicate the following: 
A focus on student interaction and collaboration actually presents greater 
opportunities for not only students to share their ideas, thoughts and questions but 
also for teacher student engagement resulting in students feeling that their opinions 
and ideas are listened to. 
There is strong evidence of PoLT 2 principles being more apparent in the teaching 
practice of the PoLT 2 pilot programme participants. 
While group work is consistent in the teaching practice across both pilot programme 
participants and non-participants (46% and 43% respectively) it is interesting to note 
that the opportunity for students to share their thoughts and ideas are far more 
prevalent in the PoLT 2 pilot programme, 43% as opposed to 25%.  
There is a distinct difference between ‘group work’ and the type of ‘collaborative 
learning’ emphasised by PoLT 2 and survey data indicates that the PoLT 2 pilot 
programme teachers are implementing more effective collaborative learning in their 
group work. 
Students were asked to identify whether their teachers demonstrated characteristics 
and behaviour that aligned to PoLT 2 as opposed to teachers in other classes. A 7- 
point scale was used where 1 was ‘never’ and 7 ‘a great deal’. 
In the data obtained, there was a clear tendency for students in the classes taught by 
teachers in the PLC research group, to respond far more positively to questions 
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linked to teaching and learning practices aligned with PoLT 2. A sample of the 
survey results reflecting such feedback are included below. The results given are of 
student’s responses that indicated the practice occurred either “A Lot” or “A Great 
Deal”. 
Table 5: Student Survey Response Question 3 
DO YOU AGREE WITH THE FOLLOWING COMMENTS? 
 – the PoLT group classes 
MY TEACHER IN THIS CLASS… 
Top 5 Responses 
1. Gives me feedback and comments that help me. 31/69 45% 
2. Allows me to work with others. 30/69 44% 
3. Spends most of the lesson teaching me things and 
talking. 
30/69 44% 
4. Allows us to talk about our work with each other. 24/69 35% 
5. Tries different types of activities to help us learn in 
different ways. 
24/69 35% 
 
The same students were asked to indicate whether the same teacher characteristics 
and behaviour were evident in their other classes (those taught by teachers not 
involved in the PoLT 2 PLC study). The results given below are of student’s 
responses to the top 5 responses obtained from the PoLT 2 class, that indicated the 
practice occurred either “A Lot” or “A Great Deal”.  
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Table 6: Student Survey Response Question 4. 
DO YOU AGREE WITH THE FOLLOWING COMMENTS? 
OTHER TEACHERS I HAVE… 
Top 5 Responses 
1. Give me feedback and comments that help me. 25/69 37% 
2. Allow me to work with others. 22/69 32% 
3. Spend most of the lesson teaching me things and 
talking. 
26/69 38% 
4. Allow us to talk about our work with each other. 15/69 22% 
5. Try different types of activities to help us learn in 
different ways. 
15/69 22% 
 
Graph 2: Student Survey Responses Question 3 and 4. Comparison. 
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Reflection 
The observation made in Section 1 (Do you do these things in your class) regarding 
greater opportunities for student teacher interaction is significant and supported by 
findings in response to the questions in this section. 
This increased interaction and listening from teachers as identified in Section 1 
would also seem to create opportunities for enhanced teacher to student feedback 
(45% as opposed to 37%) 
Observation 
The data supports a link between enhanced teacher feedback and a classroom where 
students feel that their ideas are listened to. Enhancing opportunities for collaborative 
learning, a key practice aligned to PoLT 2, would appear to correlate to greater 
opportunities for teacher student feedback. 
Evidence of a focus on a more collaborative teaching and learning style is shown 
through comparison to the student’s responses to the following questions: Allows me 
to work with others: 44% as opposed to 32%. Allows us to talk about our work with 
each other: 35% as opposed to 22%. 
Observation 
The data supports the notion that teachers in the PoLT 2 pilot programme are 
utilising strategies and techniques to promote a more collaborative classroom. 
Students have also noted that teachers in the pilot programme are more open to 
trying new activities to assist student learning. 
They appear not be ‘locked in’ to a specific teaching style. Thus, it could be inferred 
that teachers in the PLC programme were more likely to exhibit a flexible approach 
to teaching and learning. 
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Summary 
• A PoLT 2 classroom is conducive to students feeling valued and provides 
enhanced opportunities for teacher feedback 
• The PoLT 2 PLC would appear to be effective in enhancing teaching and 
learning that adheres to the principles of PoLT 2. 
Of even greater significance has been the opportunity provided through the survey, 
for students to provide detailed information on what they believe is important in 
terms of teaching and learning practice and teacher qualities in helping them do well. 
What do the students want and value? By identifying areas of teaching and learning 
that are valued by the students, participants in the PLC can reflect on their modified 
pedagogical practices and use this data to either confirm the modifications or perhaps 
refocus on them. 
A series of questions were also asked of students in the attempt to confirm or 
otherwise, that the characteristics of the PoLT teacher and learner actually helped 
students do well. This provided the opportunity for students to self-reflect on those 
qualities that assisted them with their learning. This information can not only be a 
valuable reflective exercise for students, but the data obtained can be used by 
teachers in the refining of their own practice. 
Such data can be a powerful tool for teachers to improve their own skills and 
increase their effectiveness, but most importantly, when the feedback supports the 
benefits of PoLT 2 and the teaching practices aligned with it, teachers can identify 
the benefits of incorporating such approaches into their teaching practice. In this 
survey students’ responses clearly supported teaching and learning practices that 
aligned with PoLT 2. Such data can only serve to confirm to teachers that the 
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pedagogical changes made through the research project are beneficial to student 
learning.  
Analysis of student responses to the teaching and learning practices and teacher 
qualities students believe help them do well. Students were asked to identify 
whether teaching practices aligned to PoLT 2 were helping them learn. A 7-point 
scale was used where 1 was ‘never’ and 7 ‘a great deal’. 
Table 7: Student Survey Response Question 5 
HOW IMPORTANT IS THIS TEACHING STYLE IN HELPING YOU DO 
WELL? – 68 respondents 
Students (total) and (percentage) who responded, “Quite A Bit” (4), “A Lot” 
(5) and “A Great Deal” (7) 
TOP 5  
1. Gives me feedback and comments that help me 
improve my learning. 
55/68 81% 
2. Tries different types of activities to help us learn in 
different ways. 
49/68 72% 
3. Allows us to talk about our work with each other. 47/68 70% 
4. Allows me to ask my friends when I don’t understand 
something. 
45/68 67% 
5. Allows me to work with others. 43/68 64% 
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BOTTOM 3 
Students (total) and (percentage) who responded, “None at all” or “Very Little”. 
1. Doesn’t like it when I work with others. 27/68 40% 
2. Only lets me ask questions when I put up my hand. 13/68 20% 
3. Allows us to do different work depending on our 
interests. 
12/68 18% 
 
 
Observation 
Feedback from teachers is the number one aspect of teaching and learning that 
students see as being of importance to them. 
Responses here indicate strong support from students for the principles of PoLT 2, 
especially in the area of collaborative learning – working with others, opportunities 
to ask for assistance from other students and an environment where students can 
actively ‘talk’ with their peers.  
It is also significant that teachers who attempt to vary their instructional practice are 
helping students to learn more effectively. 
At the other end of the spectrum it is interesting to note the negative association by 
students with the notion of ONLY asking a question when they put up their hand. 
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Table 8: Student Survey Response Question 6 
HOW IMPORTANT IS THIS THING TO HELP YOU DO WELL? 
69 Respondents 
TOP 5  
Students (total) and (percentage) who responded, “Quite A Bit”,” A Lot” and “A 
Great Deal” 
1. My teacher listens to and respects what students in the 
class say. 
54/69 79% 
2. Other students listen and respect what I say. 54/69 79% 
3. I enjoy myself. 53/69 77% 
4. I ask the teacher to explain things I don’t understand. 52/69 76% 
5. I know students who I can ask for help. 51/69 74% 
 
BOTTOM 3  
Students (total) and (percentage) who responded, “None at all” or “Very Little”. 
1. When I find work difficult, I often give up. 39/69 57% 
2. Even if I want to ask a question or share an idea I 
don’t, in case I get in trouble. 
31/69 45% 
3. I come up with ideas but don’t share them with others. 26/69 38% 
 
Observation: 
Students are very explicit in their desire for teachers who “listen” to them and 
respects their thoughts and ideas. They are equally adamant regarding their peers 
valuing their ideas and opinions.  
Chapter 6. Results 97 
These two factors are key elements of PoLT 2 and so served as valuable data in 
support of changing practice. It is apparent that an open classroom, where the lines of 
communication between teacher and student and student and student are open and 
frequently utilised, is one that students feel will assist them in their learning. 
The student data, when added to the data collected by teachers themselves, supports 
the implementation of the key elements of the professional development by teachers. 
Members of the PLC, through the extensive data collected believe, that their refined 
pedagogical practice is effective because they have seen it work, their students 
support the refined practice and therefore their attitudes and beliefs around their 
pedagogy is confirmed. The data collected supports the transfer of knowledge from 
the professional development process into the professional learning of teachers. 
6.5. Change in Teacher Beliefs 
Teachers must feel a sense of personal accomplishment to establish and maintain 
changes in instructional practice (DuFour et al., 2002). Any form of professional 
development needs to focus on results and not intentions and the collection of data, 
both teacher and student, is a key component of developing a sense of 
accomplishment. These results need to be sustained and success needs to be defined 
by improvement in student achievement and teacher learning witnessed through 
sustained changes in teaching practice (Vesico et al., 2008).  Key to this is focused 
reflection. Reflection is typically described “as a mechanism to translate experience 
into learning, by examining one’s attitudes, beliefs and actions to draw conclusions 
to enable better practice” (Nilsen, Nordstrom, & Ellstrom, p. 2012). Part of this 
reflection may mean that teachers may be discarding practice they have used for 
many years or at the very least modifying practice. This process “of reducing or 
eliminating pre-existing knowledge” (Newstrom, 1983, p.36) is termed unlearning. 
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One way to clearly demonstrate that one’s actions or beliefs have changed and that 
some existing practice has been unlearned, is to conduct a comparative analysis of 
participants current practice as opposed to their practice prior to the study 
commencing. 
The study sought to explore two key concepts in substantiating changes in teacher 
practice. These concepts are identified in Figure 5 below. Teachers need to be able to 
effectively compare their practice prior to the professional development activity, to 
their practice at the time of the data collection process. If professional development 
has led to true professional learning, then teachers would need to feel that they have 
embedded pedagogical change into their practice and that the changes will continue 
to be part of their teaching moving beyond the study. 
Figure 5: Key concepts in determining change in teacher beliefs. 
Change in  
Teacher Beliefs 
 
a) Comparison of current practice versus 
pre study 
 
b) Embedding Practice 
 
CONCEPT 1) Comparison of current practice to pre-study practice 
The responses of the participants in the Fairholme College PLC confirmed a number 
of clear adjustments to practice that resulted in clear differences in practice post and 
prior study. 
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In terms of pedagogical practice collaborative learning was an area clearly identified 
as being added to practice. 
A raised awareness of opportunities that are presented throughout the day 
especially for collaborative learning (to help them build their interpersonal 
skills) that are presented throughout the day. I think we have become a little bit 
more explicit in the language and guidance we use to support their 
understanding 
My practice in the past has been a little more explicit in setting up 
opportunities using words and so recognising when children are working well 
together and collaborating (things that came particularly out of PoLT 2) and it 
also made me reflect on if we are setting up a child to help another child what 
support strategies and structures can I implement to let them work with it. How 
do we help children to “help don’t do” thinking This was an area that was the 
source of some reflection. 
Participant Five 
Other participants also affirmed a commitment to cooperative learning and its 
importance across curriculum areas. 
Cooperative learning certainly has a place across all curriculum areas and 
across all year levels, it was good to reinforce that interdependent learning is 
valuable part of students not only learning but also feeling included and valued 
in the classroom. 
Participant One 
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This participant also noticed some changes in their own approach to teaching and 
learning  
With the focus on PoLT Principle 2, I believe that I have been challenged to 
think differently about the real meaning of independence and interdependence, 
particularly in the Fairholme context. This has wide range implications for the 
way we teach; I am certainly more ‘self-reflective’ when deconstructing my 
lessons and constantly asking myself if I encouraged my students to show 
initiative, be interdependent and promote co-operative learning in my daily 
practice. 
Participant One 
Other participants echoed the comments of their colleagues around cooperative 
learning  
A real focus point for me with PoLT 2 is interdependence and encouraging 
interdependence – I think I can transfer this into the word collaboration. I 
really enjoy and feel much more confident with collaborative strategies in the 
classroom. 
Participant Two 
Among the PLC participants there was strong belief in the benefits of PoLT 2 as part 
of pedagogical practice. 
It helped me realise that they (practices that aligned with PoLT) actually did 
have a benefit and that I should do more of it and more regularly. 
Participation in the PLC just made me more aware of the PoLT principles and 
made me aware that it is a beneficial way of teaching as well as developing 
good life skills beyond school, to enable students to work collaboratively and 
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this is a beneficial skill set to have. When you teach them more explicitly and 
then integrate it into the curriculum its beneficial. 
CONCEPT 2) Embedding of practice 
In order to explore the notion that a change in teacher beliefs and attitudes had 
occurred the research study asked participants in the PLC whether they believed 
there had been lasting changes to their pedagogical practice framed around PoLT 2, 
as well as their professional learning around PoLT. 
Participants indicated through the interview process that they believed that there had 
been lasting changes to their teaching practice. Comments from three of the 
participants serve to confirm a change in beliefs and attitudes among the 
participants. 
Definitely, this would be part of my new practice. All the skills outlined in 
PoLT 2 are also life skills and so doesn’t matter what subject you teach or 
where you teach they have real value. Depending on what the dynamics are of 
the school would depend on which element there was to focus on. So, while at 
Fairholme the girls work well independently it may not be the case somewhere 
else and so you would need to match the principle to the context but yes, I 
would definitely continue with the modifications I have made. 
Participant Six 
Yes, I am consciously checking that I am applying PoLT and am now totally 
comfortable in applying it to my pedagogical practice. 
Participant Four 
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I think yes definitely. I feel it has become part of my professional demeanour 
and has become part of my own practice and I feel confident that I can adapt 
this into any new environment I might find myself in. 
I have thought about this and feel that these practices would be good to 
introduce in other contexts especially overseas. This has certainly been an 
explicit thought. I would take them with me and have a go at implementing 
them. 
Participant Two 
Teachers in this study felt that their instructional practice had changed. They felt that 
they had developed a strong understanding of PoLT 2 and were comfortable in 
adapting their practice to include pedagogy that aligned with PoLT. 
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Chapter 7. Conclusion 
 
7.1. Key Learnings from the Study 
Teaching is a dynamic profession that requires practitioners to constantly reflect on 
their practice and modify teaching in order to enhance the learning of their students. 
Professional development provides an opportunity for teachers to obtain knowledge 
and insight into the growing body of literature and research on effective teaching 
practice. Ideally professional development should lead to changes in professional 
practice which ultimately impacts student achievement (ATSL, 2014). Such changes 
would indicate that professional learning has occurred. Modifications to practice 
have been made as a result of the new knowledge, however there is much research to 
say that this does not occur. 
Researchers are exploring ways in which professional development can lead to 
professional learning and the search for “more creative ways to help teachers 
translate new knowledge into practice” (Guskey, 2002, p. 389) continues. This study 
adds to this body of research and by proposing and evaluating a model of 
professional development that can lead to sustained change in the practice of teachers 
through targeted professional learning. 
The need to avoid the ‘one size fits all’ model of professional development is 
essential if professional learning is to occur. Teachers “develop expertise not as 
isolated individuals but through job-embedded professional development, and as 
members of collaborative, interdisciplinary teams with common goals for student 
learning” (Hill et al., 2010, p. 10) and this study has supported this approach. 
As Guskey has indicated there is a distinct process that needs to be followed if 
teaching practice is to change as a result of professional development. A modelled 
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process has been applied in the Fairholme College study and important additions 
have been identified in order to heighten the chances of success. 
These additions have been explored in the study but centre on the following model 
(See Figure 6). By following such a process this study has added to the literature on 
the implementation of effective professional development. The study provides an 
exemplar for schools to consider when looking at their professional development 
programs and how they might lead to effective professional learning for their 
teachers. This contrasts with more traditional approaches common in schools 
whereby schools replicate “the information-giving sessions typically provided at 
conferences and require all teachers to attend regardless of their learning needs” 
(Cole, 2012, p. 24). The studies exemplar reflects the arguments in the literature 
which indicate teachers develop expertise not as isolated individuals but “through 
job-embedded professional development, and as members of collaborative, 
interdisciplinary teams with common goals for student learning” (Hill et al., 2010, p. 
10). 
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Figure 6. Summary of process required for professional development to lead to 
professional learning and sustained change in teacher practice and beliefs. 
Professional 
Development  
Change in  
Teacher Practice  
Change in Student 
Learning Outcomes  
Change in  
Teacher Beliefs 
       
a) Aligned with 
schools teaching 
and learning 
conversations 
 
b) Teacher 
understanding of 
the justification for 
change 
 
c) School leadership 
are direct 
participants in the 
process 
 
d) Voluntary 
commitment to 
implement key 
concepts of 
professional 
development 
 
e) Staff input drives 
implementation of 
key concepts 
 a) Collaborative 
modelling 
 
b) Collaborative 
reflection and 
refinement 
 
c) Multi-disciplinary 
/Multi-year 
collaboration 
 a) Observable changes 
in learning and 
engagement 
 
b) Student feedback on 
pedagogical 
practice 
 a) Comparison of 
current practice 
versus pre-study 
practice 
 
b) Embedding practice 
 
The results of this study further contribute to knowledge about teacher professional 
learning programs, showing that a clear series of steps are required if teachers are to 
implement the intent of professional development into their professional practice, 
thereby demonstrating professional learning. Furthermore, the study demonstrates a 
process that can be implemented by schools to ensure teachers continue to learn. 
If professional development is to contribute to the professional learning of teachers, 
it needs to be valued by enough teachers for them to feel confident in trialling the 
new knowledge in their practice. This is a key learning of the study. Professional 
development should not be the panacea for teacher growth, but rather as a step 
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towards developing a desire in teachers to learn more. Professional development is 
the first step in finding “more creative ways to help teachers translate new 
knowledge into practice” (Guskey, 2002, p. 389). 
The study found that to be valued professional development must be seen by teachers 
to align with the teaching and learning conversations occurring within the school. 
Schools need to devote time to outlining the justification for implementing new 
knowledge and staff need to have input into how change is implemented and the type 
of change occurring. The involvement of leadership in the process in terms of a 
hands-on-role is also essential in assisting teachers feel comfortable in their attempts 
to introduce new knowledge into their teaching. If these conditions occur, then 
teachers are more likely to commit to trialling changes in their practice. 
The literature around the role of collaboration in the professional learning process is 
clear (Holy, 1982 & Nesbitt, 2012). This study provides preliminary evidence of 
what this collaboration might involve. Collaboration needs to be voluntary, not be 
directed and should involve modelling, reflection and refinement, preferably across 
year levels or disciplines. Such a collaborative approach is best suited to a 
Professional Learning Community where teachers feel supported in their attempts to 
change practice. When such an environment exists, teachers are more likely to 
observe and recognise positive changes in student learning and behaviours. The 
study finds that such observations are essential if teachers are to value the changes 
they are making.  
While the literature suggests that the best professional development teachers can 
receive should help them teach their students (Mayer & Lloyd, 2011) there is an 
apparent shortcoming around the collection of data from students that links to their 
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views on changes occurring in the classroom. The study incorporates such data into 
its findings and contributes to the literature around the effective use by teachers of 
student data to support the changes they are making to pedagogical practice. The 
study indicates that teachers are more likely to adopt new knowledge into their 
practice when they not only believe the learning outcomes of students are being 
positively affected but when their students confirm such an outcome through the 
provision of feedback. 
The study also provides schools with a process to better explore how staff are 
presented with professional development opportunities and how best to ensure that 
professional learning occurs as a result. Change in teaching practice is the ultimate 
objective of any professional development program. The study illustrates an 
approach that can achieve this objective. 
The effect of the process modelled in this study is best summarised by participant 
feedback 
Rather than just doing something on one day I think that (the process) is 
something that the school does really well, in that it doesn’t just jump on the 
band wagon of something and then do it for a month and then there is a new 
buzzword and so they go down that path. There is time and investment into 
doing something well and that there is effort allocated into embedding 
something across the school. Certainly, through the conversations at the 
College people know what PoLT 2 is and yes it definitely needs to be 
continuous rather than just a one off if it is to become integrated.  
While it (the process) improves my pedagogy, it enhances the learning 
outcomes for students.  
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The process has been a great consolidation of teaching practice but also a 
learning process through the great ideas that came from the sharing of ideas 
(group ideas and activities for example). Looking at what I do from a different 
perspective and from a different way to get the most out of the strategies and 
my practice. 
Participant Six 
7.2. Implications from this Study 
From this study a clear model of professional development likely to lead to 
professional learning and therefore sustained change, has emerged. Schools can use 
the study as part of their conversations to better explore the way and manner staff are 
presented with professional development opportunities. It is clear from the study’s 
results that, only by incorporating evidence from students into the reflective process, 
can teachers really identify change in their pedagogical practice. Student evidence 
coupled with comparative analysis of practice prior to the professional development 
and then post it, are the only real indicators of professional learning having taken 
place.  
The study identifies several factors that have strong implications for school leaders in 
creating an environment whereby teacher professional learning is likely. 
These implications include: 
1) The collaborative nature of the PoLT 2 PLC has been welcomed with teachers 
appreciating the opportunity to work with colleagues from all school sectors in 
the sharing and exploration of the PoLT 2. 
2) Participants in professional development must have a strong commitment to 
adjusting practice or at the least refining their practice. Without such a 
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commitment, professional development is simply making participants ‘aware’ 
of a practice and there is little likelihood of any professional learning 
occurring. 
3) Teachers require and appreciate significant modelling of practice in a 
classroom context. Teachers reported a strong understanding of the principles 
of PoLT and an awareness of its benefits in the Fairholme College context. 
They also reported strong awareness of what other teachers were doing to 
implement PoLT 2 in their classrooms but were still uncertain as to ‘if they 
were doing it right’. Participants in the PLC highlighted the need for regular 
opportunities to observe pedagogical practices that align with PoLT 2 in action 
in order for them to become comfortable with their use in their own practice. 
4) The value of professional engagement in a collegial setting has been reinforced 
by participants in the PLC. Of benefit has been the opportunity to ‘learn’ what 
happens in other classes (the Early years and Middle School classrooms for 
example), reinforcing the benefits of a cross school approach. 
5) Data collection must involve the students. Input from students can be valuable 
in reinforcing the benefits of modifying, implementing and experimenting with 
practice. This is vital in affirming to teachers the effectiveness of their work 
and a feature of the study. The overarching goal of any professional 
development is to improve the learning of students. DuFour (2004) identifies 
the shift in focus from teaching to learning as being key in any successful 
implementation of professional development. 
6) Participant reflection must include a comparison of pre and post practice. 
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7) Teachers do indeed want professional development to be interactive and 
engaging and above all they want it to be relevant. They want it to lead to 
professional learning. 
8) Professional development must be a sequential and involve a long-term 
process, allowing teachers the time to  
a. clearly develop a personal understanding of the concepts/ideas/strategies 
being introduced  
b. reflect and refine (preferably with colleagues) on the 
concepts/ideas/strategies 
c. witness modelling in action either from an external person or through lesson 
observations 
d. experiment with their own practice 
e. collect data on the impact and effectiveness of the new 
concepts/ideas/strategies 
f. compare practice pre and post professional development 
This study contributes to the literature around teacher professional learning by 
demonstrating that a collaborative, organisational specific model of professional 
development, can result in professional learning that changes the professional 
pedagogical practice of teachers and enhance the learning outcomes of students? 
7.3. Limitations of the Study 
Despite its contributions to the understanding of the effectiveness of professional 
development, this study has some limitations that present opportunities for future 
research. 
Firstly, the participants in the PLC comprised teachers of varying years of service to 
Fairholme College, they all were experienced practitioners, having taught 
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successfully in other schools. The nature of an Independent school in terms of the 
ability to ‘select’ staff would lend itself to the employment of capable staff. The 
characteristics of the Fairholme College staff may result in a heightened confidence 
in experimenting with pedagogical approaches. Future research would need to be 
conducted with a number of staff with diverse ranges of experience and backgrounds 
preferably in a different sector in order to consolidate the study’s findings. 
Secondly, the student survey was conducted by teachers as a form of informal data 
collection. A more formalised data collection process across a wider cross section of 
the student population could be the focus of further research. Indeed, the research 
around the collection of student data regarding teacher pedagogical practice is 
limited in scope and number. Future study into this area would contribute 
significantly to the literature on the effectiveness of professional development 
models. 
Thirdly, the study was conducted in a single school already exploring the 
pedagogical issue that was the focus of the study, namely PoLT 2. A wider range of 
examples, including a school that had not commenced the journey would provide an 
interesting comparative study and ‘test’ the effectiveness of the professional 
development model used in this study. 
While teachers reported that they believe the changes to their pedagogical practice 
were now embedded into their teaching, follow up studies would be required in order 
to substantiate such claims. 
While effecting teacher change is a difficult process, this study has identified a 
model that builds on existing literature and research and which clearly illustrates how 
successful change in teaching practice can occur. The model can serve as an 
Chapter 7. Conclusion 112 
important addition to the conversation had by schools, as to how best to effect 
pedagogical change in their staff. 
7.4. Recommendations for Future Research 
This study generates opportunities for further research to build on or challenge its 
findings. It is recommended that any further research exploring the manner in which 
professional development can result in sustained change in teacher practice (professional 
learning) addresses the following: 
• broadening the number of participants in the process to confirm or challenge the 
study’s findings. A larger PLC provides a more diverse range of participants and 
greater recognition of challenges teachers face in adjusting practice. 
• an exploration of the process of professional learning identified in this study with 
participants of varying degrees of experience, particularly beginning teachers, 
would add value to the study’s findings. 
• the implementation of the studies process in a school beginning their 
improvement journey would provide an interesting comparison with the findings 
of this study. 
 
The need for continual professional learning in the teaching profession is clear and so the 
opportunity to apply the process identified in this study, exists across a broad range of 
schools. Further research enables the validation of a process shown to be successful in a 
single school context. The validation of the process would ensure general acceptance of 
the model identified in this study and enable its wide-spread application in schools 
focussed on enhancing teaching and learning. 
 
 
This work is dedicated to Steve Raine.  
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7.5. Postscript 
The research has produced significant dividends in terms of the researchers’ own 
personal growth. This growing expertise can be grouped into three areas. Firstly, 
expertise that can be applied to the researchers own practice (self), secondly 
expertise that can contribute to the betterment of the teaching profession (profession) 
and thirdly expertise that can be utilised by individual schools (institution). 
Self: 
Familiarity with a range of pedagogical strategies aligned to PoLT 2 has resulted in 
the enhanced pedagogical capability of the researcher. Full engagement with an 
understanding of a process of enhancing professional learning has led to a renewed 
enthusiasm for professional development. This has resulted in greater participation in 
such activities and greater professional capabilities. 
Profession:  
The collaborative engagement with teachers of varying levels of experience, teaching 
areas and personal engagement with the study has enhanced the researchers’ skill set. 
The support nature of the study and the researchers’ role within it has necessitated 
the development of enhanced interpersonal communication skills that have been put 
into practice in the researchers’ collaborative interactions with peers. 
Institution: 
In effect the researcher has led the programme and this level of responsibility has 
challenged the researcher to be more accountable for the process recommended and 
followed. As a result, the researcher feels he has developed an enhanced skill set, one 
that is suited to a senior leadership position in education or indeed any sector where 
enhancement of key skills and knowledge is required.
References 114 
References 
Australian Institute for Teaching and School Leadership. (2014). The Essential 
Guide to Professional Learning: Collaboration, Retrieved April, 17, 2017, 
from https://www.aitsl.edu.au/tools-resources/resource/the-essential-guide-to-
professional-learning-collaboration 
Australian Institute for Teaching and School Leadership. (2014a). Essential Guide to 
Professional Learning series, Retrieved June 24, 2017, from 
http://www.aitsl.edu.au/professionallearning/resources.html#Essential 
Archibald, S., Coggshall, J., Croft, A., & Goe. L. (2011). High-Quality Professional 
Development for All Teachers: Effectively Allocating Resources. Research 
and Policy Brief. Washington, DC. USA: National Comprehensive Center for 
Teacher Quality. 
Avenell, K. (2017). How to improve your school – leading personalised learning. 
Australian Educational Learner Vol 38 (1), 22-24. 
Ayers, P., Sawyer, W., & Dinham, S. (2004). Effective teaching in the context of a 
Grade 12 high-stakes external examination in New South Wales, Australia. 
British Educational Research Journal, 30 (1), 141-165. 
Bengtsson,M. (2016). How to plan and perform a qualitative study using content 
analysis. Nursing Plus Open, 2, 8-14. 
Berk, L.E.N., & Winsler, A. (1995). Scaffolding children’s learning: Vgotsky and 
early childhood education. Washington, DC: National Association for the 
Education of Young Children. 
Blandford, S., & Squire, L. (2000). An evaluation of the teacher training agency head 
teacher leadership and management programme (HEADLAMP). Educational 
Management & Administration, 28 (1), 21-32. 
doi:10.1177/0263211X000281003 
  
References 115 
Blasé, J., & Blasé, J. (2006). Teachers bringing out the best in teachers: A guide to 
peer consultation for administrators and teachers. Thousand Oaks, CA: 
Corwin Press. Bradley, H.W. (1991). Staff Development. London, England: 
Falmer Bogdan, R.C., & Biklen, S.K. (2007). Qualitative research for 
education: An introduction to theories and methods (5th ed.). Boston, MA: 
Pearson Education. 
Bolam, R., McMahon, A., Stoll, L., Thomas, S., & Wallace, M. (2005). Creating and 
Sustaining Effective Professional Learning Communities (Research Report 
No. 637). Bristol, England. University of Bristol.  
Boud, D., Docherty, P., & Cressey, P. (2006). Productive reflection at work: 
Learning for changing organizations. New York, CA: Routledge. 
Boylan, M., Coldwell,M., Maxwell, B., & Jordan, J. (2018) Rethinking models of 
professional learning as tools: a conceptual analysis to inform research and 
practice, Professional Development in Education, 44:1, 120-139, DOI: 
10.1080/19415257.2017.1306789 
Bredeson, P., & Scribner, J. (2000). A statewide professional development 
conference: useful strategy for learning or inefficient use of resources. 
Education Policy Analysis Archives, 8(13), 1-17. Retrieved from 
https://epaa.asu.edu/ojs/article/viewFile/404/527 
Bromley, M. (2017, February 1). Teaching practice: Dialogic questioning [web blog 
post]. Retrieved from http://www.sec-ed.co.uk/best-practice/teaching-
practice-dialogic-questioning/ 
Brown, S., & McIntyre, D. (1993). Making sense of teaching. Buckingham, England. 
Open University Press. 
Burnard, P. (1995). Interpreting text: an alternative to some current forms of textual 
analysis in qualitative research. Social Sciences in Health, 1, 236-245. 
Butler.R.K., Lauscher, H.J.N., Jarvis-Selinger, S., & Beckingham, B. (2004). 
Collaboration and self-regulation in teachers’ professional development. 
Teaching and Teacher Education, 20(5) 435-455. 
References 116 
Campbell, C. (2017). Developing teachers' professional learning: Canadian evidence 
and experiences in a World of Educational improvement. Canadian Journal 
of Education, vol. 40(2), 110-116. 
Chism, D. (2018). Excavating the Artifacts of Student Learning. Educational 
Leadership, 75(5).  
Clarke, D.J., & Hollingsworth, H. (2002).  Elaborating a model of teacher 
professional growth. Teaching and Teacher Education 18 (2002) 947-967. 
Clarke, D. J., & Peter, A. (1993). Modelling teacher change. In B. Atweh, C. Kanes, 
M. Carss, & G. Booker (Eds.), Contexts in mathematics education. 
Proceedings of the 16th annual conference of the Mathematics Education 
Research Group of Australasia (MERGA). Queensland: Mathematics 
Education Research Group of Australasia.  
Coburn, C. (2003). Rethinking scale: Moving beyond numbers to deep and lasting 
change. Educational Researcher, 32(6), 3–12. 
Cohen, D.K., & Hill, H.C (2000). Instructional policy and classroom performance: 
The mathematics reform in California. Teachers College Record, 102(2).  
65-78. 
Cole, P. (2004). Professional Development: A great way to avoid change. Seminar 
Series (140). Incorporated Association of Registered Teachers of Victoria. 
Cole, P. (2012). Linking effective professional learning with effective teaching 
practice (Research Report). Melbourne, Australia: AITSL.  
Craft, A (1996). Nourishing Educator Creativity: An holistic approach to continuing 
professional development. British Journal of In-Service Education. 22:3,  
309-323. doi:10.1080/0305763960220306. 
Crandall, D.P. (1983). The teachers’ role in school improvement, Educational 
Leadership, 41(3). 6-9. 
Creswell, J. W., & Plano-Clark, V. L. (2007). Designing and conducting mixed 
methods research. Thousand Oaks, CA: Sage Publications. 
References 117 
Creswell, J.W. (2009). Qualitative procedures in Research design: qualitative, 
quantitative, and mixed methods approaches (3rd ed.). Thousand Oaks, CA: 
Sage Publications. 
Creswell, J.W. (2014). Mixed methods procedures, in Research design: qualitative, 
quantitative, and mixed methods approaches, (4th ed.). Thousand Oaks, CA: 
Sage Publications. 
Crotty, M. (1998). The foundations of social research. London, England: Sage 
Publications. Danielson, C. (2008). The handbook for enhancing professional 
practice: using the framework for teaching in your school. Alexandria, VA. 
ASCD. 
Darling-Hammond. L., & Richardson, N. (2009). Teacher Learning: What matters? 
Educational Leadership, 66(5), 46–53. 
Darling-Hammond,L., Wei,R.C., Andree, A., Richardson, N., and Orphanos, S. 
(2009). Professional learning in the learning profession. A status report on 
teacher development in the U.S. and abroad. Alexandria VA: ASCD.  
Department of Education, Queensland. (2017) Chain of evidence. Retrieved August 
2019, from https://education.qld.gov.au/corporate/research/projects-and-
publications.html 
Department of Education and Training, Victoria. (2005). Blueprint for Government 
Schools. Retrieved October 11, 2016, from 
http://www.sofweb.vic.edu.au/blueprint/ 
Department of Education and Training, Victoria. (2005b). Professional Learning in 
Effective Schools – The seven principles of highly effective professional 
learning. (n.d.). Retrieved May 18, 2018, from 
https://www.education.vic.gov.au/documents/school/teachers/profdev/proflea
rningeffectivesch.pdf 
Department of Education and Training, Victoria. (2018). Principles of Learning and 
Teaching (PoLT) (n.d.) Retrieved April 12, 2018 from 
https://www.education.vic.gov.au/school/teachers/teachingresources/practice/
improve/Pages/principlespolt.aspx 
References 118 
Doecke, B., Parr, S., & North, S. 2008. National mapping of teacher professional 
learning study. Canberra, Australia: Department of Education, Science and 
Training (DEST). 
Downe-Wanbolt, B. (1992). Content analysis: method, applications and issues. 
Health Care for Women International, 13. 313-321. 
Drago-Severson. E. (2007). Leading adult learning: Supporting adult development in 
our schools. Thousand Oaks, CA: Corwin. 
DuFour, R. (2004). What is a professional learning community? Educational 
Leadership, 61(8), 6–11. 
DuFour, R., & Eaker, R. (1998). Professional learning communities at work. 
Bloomington, IN: National Education Services. 
DuFour, R., Eaker, R., and DuFour, R. (2002). Getting started: Recruiting schools to 
become professional learning communities. Bloomington, IN: National 
Education Services. 
Duke, N.K., & Pearson, P.D. (2002). Effective practices for developing reading 
comprehension. In Farstrup, A. E., & Samuels, S. J., (Eds) (2002). What 
research has to say about reading instruction (pp205-242) Newark, DE, 
International Reading Association. 
Elliott, J. (1991). A Model of Professionalism and its Implications for Teacher 
Education. British Educational Research Journal, 17(4), 309-318. 
doi:10.1080/0141192910170402.  
Erlingsson, C., & Brysiewicz, P. (2017). A hands-on guide to doing content analysis. 
African Journal of Emergency Medicine, 7, 93-99. 
Evans, L. (2014). Leadership for professional development and learning: Enhancing 
our understanding of how teachers develop. Cambridge Journal of Education, 
44 (2), 179-198. 
Evans, R. (1996). The Human Side of School Change: Reform, Resistance and Real-
Life Problems of Innovation. San Francisco, CA. Jossey Bass Publishers. 
References 119 
Fiszer, E. P. (2004). How Teachers Learn Best: An Ongoing Professional 
Development Model. Lanham, MD: Rowman & Littlefield. 
Fisher, D., Frey, N., & Everlove, S. (2009). Productive group work: How to engage 
students, build teamwork, and promote understanding. Alexandria, VA: 
ASCD. 
Frese, M., & D. Zapf. 1994. Action as the core of work psychology: A German 
approach. In: H. Triandis., M. Dunnette., & L. Hough (Eds.), Handbook of 
Industrial and  Organizational Psychology, vol. 4, 271–340. 
Frey, N., Hattie, J., & Fisher, F. (2018). Developing Assessment Capable Visible 
Learners. Thousand Oaks, CA: Corwin. 
Fullan, M. (1993). Change Forces: Probing the Depths of Educational Reform. 
London. England: Falmer Press. 
Gajda, R., & Koliba. C. (2008). Evaluating and Improving the Quality of Teacher 
Collaboration A Field-Tested Framework for Secondary School Leaders. 
Nassp Bulletin. 92. 133-153. doi:10.1177/0192636508320990. 
Gregory, M. (1994). Accrediting work-based learning: action learning - a model for 
empowerment. The Journal of Management Development, 13, pp. 41-52. 
Guba, E.G.(Ed). (1990). The alternative paradigm. Newbury Park, CA: Sage. 
Guskey, T. R. (1985). Staff development and teacher change. Washington, D.C: 
National Education Association, Dept. of Supervision and Curriculum 
Development. 
Guskey T.R., (2000). Evaluating professional development. Thousand Oaks CA: 
Corwin. 
Guskey. T.R. (2002). Professional Development and Teacher Change, Teachers and 
Teaching, 8(3), 381-391, doi: 10.1080/135406002100000512. 
Guskey, T. R. (2007). Multiple sources of evidence: An analysis of stakeholders' 
perceptions of various indicators of student learning. Educational 
Measurement: Issues and Practice, 26(1), 19–27. 
References 120 
Guskey, T.R. (2016). Gauge Impact with 5 Levels of Data. The Learning 
Professional, 37(1), 32-37.  
Guskey, T.R., & Huberman, M. (Eds.). (1995). Professional Development in 
Education: New Paradigms and Practices. New York, NY: Teachers College 
Press. 
Hall, P. A., & Simeral, A., (2008). Building teachers' capacity for success: A 
collaborative approach for coaches and school leaders. Alexandria, VA: 
ASCD. 
Hargreaves, A. 1994. Changing Teachers, Changing Times. London, England: 
Cassell. 
Hargreaves, A., & O’Connor, M. (2017). Collaborative Professionalism: when 
teaching together means learning for all. Thousand Oaks, CA: Corwin 
Hatch, J.A. (2002). Doing Qualitative Research in Educational Settings. Albany, 
NY: SUNYPress. 
Hattie, J. (2009). Visible Learning: A synthesis of over 800 meta-analyses relating to 
achievement. London, England: Routledge. 
Hattie, J. (2012). Visible learning for teachers: Maximizing impact on learning. 
London, England: Routledge. 
Hattie, J., Fisher, D., & Frey, N. (2016). Visible learning for literacy, grades K-12: 
Implementing the practices that work best to accelerate student learning. 
Thousand Oaks, CA: Corwin. 
Hawley, W., & Valli, L. (1999). The essentials of professional development: A new  
consensus. In L. Darling-Hammond, & G. Sykes (Eds), Teaching as the 
learning profession: Handbook of policy and practice (pp.127–150). San 
Francisco, CA: Jossey-Bass. 
 
Heeps, S., & Insley, S. (2010). The Benefits of Collaborative Professional Learning: 
one school’s journey in learning language. Auckland, New Zealand: 
UniServices, the University of Auckland. 
References 121 
Hill, D., Stumbo, C., Paliokas, K., Hansen, D., & McWalters, P. (2010). In 
Archibald, S., Coggshall, J., Croft, A., & Goe. L, (2011). High-Quality 
Professional Development for All Teachers: Effectively Allocating 
Resources. Research and Policy Brief. National Comprehensive Center for 
Teacher Quality. 
Hilton, A., Hilton, G., Dole, S., & Goos, M. (2015). School Leaders as Participants 
in Teachers’ Professional Development: The Impact on Teachers’ and School 
Leaders’ Professional Growth. Australian Journal of Teacher Education, 
40(12). 
Hindin, A., Morocco, C.C., Mott, E.A., & Aguilar, C.M. (2007). More than just a 
group: teacher collaboration and learning in the workplace. Teachers and 
Teaching, 13(4), 349-376. 
Hollingsworth, H. (1999). Teacher professional growth: A study of primary teachers 
involved in mathematics professional development. Ph.D. thesis, Deakin 
University, Burwood, Victoria, Australia 
Holly, F. (1982). Teachers Views on Inservice training. Phi Delta Kappan 63 (1), 
417-418. 
Independent Schools Queensland. ISQ. (2018). About us. Retrieved June, 8, 2018, 
from https://www.isq.qld.edu.au/about-us. 
 Knapp, M. S. (2003). Professional development as a policy pathway. In R. E. Floden 
(ed.). Review of Research in Education (pp. 109-158). Washington, DC: 
American Educational Research Association. 
Johns, R. (2010). Likert items and scales. Survey Question Bank: Methods Fact 
Sheet. Retrieved July 22, 2019, from 
https://www.sheffield.ac.uk/polopoly_fs/1.597637!/file/likertfactsheet.pdf 
Johnson, D. W., Holubec, E. J., & Johnson, R. T., (1994). The new circles of 
learning: Cooperation in the classroom and school. Alexandria, VA: ASCD. 
Knapp, M.S., (2003). Professional Development as a Policy Pathway. Review of 
Research in Education, 27, 109-157. 
References 122 
Lieberman, J. M., & Wilkins, E. A. (2006). The professional development pathways 
model: From policy to practice. Kappa Delta Pi Record, 42(3), 124-128. 
doi:10.1080/00228958.2006.10516448. 
Little, J.W. (2003). Inside teacher community: Representations of classroom 
practice. Teachers College Record, 105 (6), 913-945. 
Leithwood, K., & Beatty, B. (2009). International Studies in Educational 
Administration. Commonwealth Council for Educational Administration & 
Management (CCEAM). 37 (1), 91-103. 
Lewis, J. R. (1993). Multipoint scales: Mean and median differences and observed 
significance levels. International Journal of Human-Computer Interaction, 
5(4), 383-392 
Lewis, M. (2003). The dynamics implications and effects of knowledge creation in 
professional learning communities: Three case studies. (Unpublished Phd 
Thesis). University of Southern Queensland, Australia.  
Lowden, C. (2005). Evaluating the impact of professional development. Journal of  
Research in Professional Learning. Retrieved July 17, 2019, from  
http://institute.nsta.org/learningcenter/pdp/NSDC_Evaluating_Impact_PD.pdf 
Marsh, H. W., & Dunkin, M. J. (1992). Students’ evaluations of university teaching: 
A multidimensional perspective. In J. C. Smart (Ed.), Higher Education: 
Handbook of Theory and Research, 8. New York, NY: Agathon Press. 
Martin,L., Kragler,S., Quatroche., D & Bausermnan, K. (Eds). (2014). Handbook of 
Professional Development in Education. Successful Models and Practices, 
PreK-12. New York, NY: Guildford. 
Matherson, L., & Windle, T.M. (2017). What Do Teachers Want from Their 
Professional Development? Four Emerging Themes. Delta Kappa Gamma 
Bulletin, 83 (3), 28-32. 
Mayer, D., & Lloyd, M. (2011). Professional Learning: An introduction to the 
research literature. Melbourne, Australia: AITSL.  
References 123 
McKeachie, W.J., & Kulik, J.A. (1975). Effective College Teaching. Review of 
Research in Education, 3, 165-209. Doi:10.3102/0091732X003001165. 
McKernan, J., & McKernan, J. (2013). Curriculum action research: A handbook of 
methods and resources for the reflective practitioner. Dublin. Ireland. 
Routledge. 
Meiers, M., & Buckley, S. (2009). Successful Professional Learning, The Digest 
Number 3, 1-4. 
Mezirow, J (1981). A Critical Theory of Adult Learning and Education, Adult 
Education, 32(1), 3-24. 
Mizell, H. (2010). Why Professional Development Matters. Learning Forward. 
Retrieved from www.learningforward.org/advancing/whypdmatters.cfm. 
Moore, A. (2004). The good teacher: Dominant discourses in teaching and teacher 
education. London, England: Routledge. 
Moss, J. (2006). The Principles of Learning and Teaching (PoLT). Paper presented at 
the Australian Association for Research in Education Annual Conference, 
Adelaide, Australia. Abstract retrieved from 
https://www.aare.edu.au/data/publications/2006/mos06477.pdf. 
Motivated Strategies for Learning Questionnaire (MSLQ)(n.d.). Retrieved June 4, 
2017, from  
http://stelar.edc.org/instruments/motivated-strategies-learning-questionnaire-
mslq. 
Nesbit, P.L. (2012). The role of self-reflection, emotional management of feedback, 
and self-regulation processes in self-directed leadership development. Human 
Resource Development Review: HRD Review, 11, 203-226. 
Newman, D.O. (2010). An Empirical Validation of Guskey's Professional 
Development Evaluation Model Using Six Years of Student and Teacher 
Level Reading Data (Doctoral dissertation, Cleveland State University, 
Ohio). Retrieved from https://engagedscholarship.csuohio.edu/etdarchive/219 
Newstrom, J.W. (1983). The management of unlearning: exploding the “clean slate 
fallacy”. Training and Development Journal.37, 36-39. 
References 124 
Nieto, S. (2009). From surviving to thriving. Educational Leadership, 66(5), 8-13. 
Nilsen, P., & Ellstrom, P. (2012). Fostering practice-based innovation through 
reflection at work, in Melkas, H., & Harmaakorpi,V. (Eds.), Practice-based 
innovation: insights, applications and policy implications. Heidelberg, 
Germany: Springer-Verlag. 
Nilsen, P., Nordstrom, G., & Ellstrom, P. (2012). Integrating research-based and 
practice-based knowledge through workplace reflection. The Journal of 
Workplace Learning. 24. 403-415. 
OECD. (2009). Creating Effective Teaching and Learning Environments: First 
results from Talis (Research Report). Paris, France: Teaching and Learning 
International Survey.  
Pappano, L. (2007). More than “making nice”: Getting teachers to (truly) collaborate. 
Harvard Education Letter, 23(2), 1-3. 
Pedlar. M., & Boutall , J. (1992). Action learning for Change: a resource book for 
managers and other professionals. NHSTD. 
Pollard, A. (2010). Professional and Pedagogy: a Commentary Opportunity. 
London, England: TLRP. 
Reeves, D. (2005). Putting it all together. In DuFour, R., Eaker., & DuFour, R. 
(Eds.), On common ground. Bloomington, IN: National Education Services. 
Robinson, S. (2004). Clinical significance of research: A growing concern. Canadian 
Journal of Nursing Research, 24, 1-4. 
Sackney, L. (2003). Building learning communities for the new economy. Paper 
presented at the annual meeting of the International Congress on 
Effectiveness and Improvement, Sydney, Australia. 
Salkind, N.J. (Ed.). (2012). Encyclopedia of Research Design. Thousand Oaks, CA: 
Sage. 
Scarino, A., & Liddicoat, A.J. (2009). Teaching and Learning Languages: A Guide. 
Melbourne: Curriculum Corporation. 
References 125 
Schmoker, M. (2005). No turning back the ironclad case for professional learning 
communities. In Campbell, C. (2017). Developing teachers' professional 
learning: Canadian evidence and experiences in a World of Educational 
improvement, Canadian Journal of Education, 40(2). 1-33. 
Seashore, K.S., Anderson, A.R., & Riedel, E. (2003). Implementing arts for 
academic achievement: The impact of mental models, professional 
community, and interdisciplinary teaming. Minneapolis, MN: Centre for 
Applied Research and Educational Improvement, University of Minnesota. 
Seldin, P. (1997). Using student feedback to improve teaching. In D. DeZure (Ed.), 
To Improve the Academy,16. 335–346.  
Shamoo, A.E., & Resnik, D. (2003). Responsible conduct of research. Oxford, NY: 
Oxford University Press. 
Sparks, D. (2002). Designing powerful professional development for teachers and 
principals. Oxford, OH: National Staff Development Council. 
Spiller, D., & Harris, T. (2013). Learning from evaluations: Probing the reality. In 
Special issue: Teaching and learning in higher education: Western Australia's 
TL Forum. Issues In Educational Research, 23(2), 258-268. Retrieved from 
http://www.iier.org.au/iier23/spiller.html. 
Starr, K. (2008). How to improve your school – leading personalised learning. 
Australian Educational Leader Vol 30 (2), 14-18. 
Steeg. S.M,. & Lambson, D. (2015). Collaborative Professional Development: One 
School's Story. The Reading Teacher, 68(6), 473–478. doi:10.1002/trtr.1338. 
Strampel, K., & Oliver, R. (2010). They think they are learning, but are they? 
Strategies for implementing Web 2.0 to positively impact student learning. In 
Steel, C.H., Keppell, M.J., Gerbic, P., & Housego, S. (Eds). Curriculum, 
technology & transformation for an unknown future. Proceedings ascilite 
Sydney. Retrieved from 
http://www.ascilite.org/conferences/sydney10/procs/Strampel-full.pdf. 
Timperley, H. (2008). Teacher Professional Learning and Development. Educational 
Practices Series, 18. Geneva: International Bureau of Education. 
References 126 
Timperley, H., Wilson, A., Barrar, H., & Fung, I. (2007). Teacher professional 
learning and development: Best evidence synthesis iteration. Wellington. 
New Zealand. New Zealand Ministry of Education. 
Tschannen-Moran, M., & Barr, M. (2004). Fostering student learning: The 
relationship of collective teacher efficacy and student achievement. 
Leadership and Policy in Schools, 3(3), 189-209. 
doi:10.1080/15700760490503706. 
Vescio, V., Ross, D., & Adams, A. (2008). A review of research on the impact of 
professional learning communities on teaching practice and student learning. 
Teaching and Teacher Education, 24 (1). 80–91. 
Vygotsky, L.S. (1978). Mind in society: the development of higher pedagogical 
practices. Cambridge MA., Harvard University Press. 
Williams, M. L. (2010). Teacher Collaboration as Professional Development in a 
Large, Suburban High School. Public Access Theses and Dissertations form 
the College of Education and Human Services 94. University of Nebraska. 
Retrieved February, 24, 2018 from 
http://digitalcommons.unl.edu/cehsdiss/94. 
 
Appendices 127 
Appendices 
 
Appendix A: Initial Feedback from Stage 1 of the Study (Professional 
Development) – Whole of Staff 
Affirmation  Resolution 
• the more self-motivated the girls 
are, the better they do. 
• I use the words ‘showing 
initiative’ and being an 
independent learner. 
• there is scope for co-operative 
learning be practiced across all 
subjects with all year levels. 
• I came away from the session 
yesterday feeling quite excited. 
• the concept of co-operative 
learning in practice, seems a 
useful one when consolidating a 
topic 
• the practical ideas are the most 
useful. 
• to develop some more standard 
cooperative learning activities 
(develop a bank of cooperative 
learning strategies) 
• I am sure it can be applied across 
all subjects and all learning areas. 
• Yes, I believe co-operative 
learning does fit very well into 
the Fairholme model. 
• there is scope for co-operative 
learning to be practiced across all 
year levels 
• the Junior School does 
interdependence area very well 
within each classroom 
 • more advanced strategies in future and more 
inter-departmental sharing of strategies 
• How do we get girls to learn things and 
commit information to memory? 
• Parents 
• I suppose we use collaborative learning 
• My concern with this is that some girls will 
then simply copy their neighbour’s answer but 
not necessarily ‘work together’ with their 
neighbour. 
• Are there other practical, simple strategies that 
we could apply within our classrooms? 
• mostly relevant to English and Humanities. 
• a Math’s/Science focus session. 
• I cannot see the model demonstrated, working 
in the Math’s classroom, especially at the 
senior level. 
• If you can demonstrate how a Math’s class 
can run any differently to what I have outlined 
above, please invite me to your class to see 
how it works. 
• but I feel the definition (Johnson et al.,1994) 
is very over-exaggerated 
• The time constraint has been a key factor 
• I am apprehensive about the time factor and 
how much of a lesson it would take up. 
• My concern is about the time in which to run 
these activities and achieve what we need to 
with the curriculum 
• I’m not sure the parents understand this. 
• I believe we do need to promote greater 
independence for our students and for parents 
to understand that they need to allow students 
to become more independent learners and 
individuals. 
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Appendix B: Change in Teacher Practice: Reports from PLC on 
Implementation of Pedagogical Adjustments Undertaken in their Classes. 
Teacher 1 (English) 
Students were exploring language techniques and poem structure. 
I used the Silent Card Shuffle strategy to develop a poem reassembly task – students were 
given lines of a poem on cards and then had to assemble the poem as they saw fit. The 
outcome saw students fully engaged in discussing language techniques and poem structure in 
reconstructing their poems. In short, a lesson that had previously been given via notes and 
examples was restructured through a cooperative learning activity to engage students in the 
concepts being explored. 
Teacher 2 (Japanese)  
Students were exploring Kunji script and as a culminating activity a board game was created 
instead of the usual revision sheet. Task included changing verbs, English words in Japanes, 
Kunji script, lengths of time and big numbers. The rules of the game were developed to allow 
students to pass on cards if they did not know the answer and the idea was to complete the 
game as a class (only 6 students) In short the students completed the game without any 
assistance from the teacher and by the end had discussed, shared and familiarised themselves 
with concepts far above their level of learning. 
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Teacher 3 (Geography)  
Developed a peer feedback protocol and tested it on students Year 7 Field reports. A feedback 
exemplar was presented and explained, and students had to peer reflect on other students 
draft works in the areas of  
1) formatting  
2) layout e.g. introduction and then  
3) the information they had presented.  
This process was hugely successful with all students fully engaged in providing detailed and 
appropriate feedback. Emphasis was placed on the use of appropriate language in both 
student work and feedback protocols. 
Results in student’s final pieces were far above previous work. 
Teacher 4 (English)  
Fairholme use the 7 steps to writing success model and were exploring narratives. Using a 
Pairs type strategy students were given the opportunity to reflect and refine on firstly each 
step and then their own writing (showing examples of the 7 steps). In a process that has 
proven to be highly successful students are given regular 5 minute reflect and refine breaks 
whereby they are able to assist each other in clarifying areas of misunderstanding. This 
allows the teacher to monitor and focus on areas where solutions are not able to be 
determined by teachers. Responses from students have been extremely positive and work is 
developing at a consistently high level across the class. 
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Appendix C: Changes in Student Learning: Initial Responses from PLC 
Members on Phase 3 of Study. 
 
I also have seen firsthand how much the girls enjoy the experience and can already see that 
these activities are not only helping them with the content they are learning but are preparing 
them for their future, when they will be leaps ahead of others who have not developed 
interpersonal skills to the same extent. 
And appreciating their interaction with colleagues: 
• Opportunity to work with colleagues from all school sectors (Jnr, Middle, Senior). 
• an opportunity to share early childhood pedagogy and our Kindy program with others. 
• Focus (increased awareness) on teaching strategies & how these support children to 
develop into independent & confident learners. 
• Hearing about new ideas to use in classrooms and lessons. 
Reported adjustments to individual practice 
• Explore new concepts with explicit questions & share discoveries rather than ‘spoon 
feeding’. More defined lesson goals. 
• More student talk & less teacher talk. 
• Instead of peer questioning, take the class for a walk and then students to move 
amongst the group sharing questions and answers. 
• Explicitly seeking feedback from students after activity. 
• Anonymous student surveys in class. 
• Most lessons include more student directed learning. 
• More time modelling how to give constructive feedback. 
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Appendix D: Student survey results 
Student Survey 
DO YOU DO THESE THINGS IN YOUR CLASS/SUBJECT? 
IN THIS CLASS 
Answer Options 
1.  
None 
At 
All 
2.  
Very 
Little 
3.   
A Small 
Amount 
4.   
A Fair 
Amount 
5.  
Quite 
A Bit 
6.   
A 
Lot 
7.   
A Great 
Deal 
Response 
 Count 
I have the opportunity to share my 
thoughts and ideas with other students 1 0 11 15 14 26 4 71 
I am able to explain the things I learn 
or cover to a classmate or friend 0 4 6 11 25 20 5 71 
I come up with ideas but don’t share 
them with others 2 23 18 17 5 3 3 71 
I try and do the work on my own 
without help from others 1 5 10 17 13 15 9 70 
My classmates give me feedback and 
comments that help improve my 
learning 
5 12 19 12 11 9 3 71 
I work with other classmates 2 3 8 12 18 19 9 71 
When preparing for a test I work alone 
without help 0 10 8 19 13 13 8 71 
I look forward to this subject because I 
have the opportunity to participate in 
class discussions 
6 7 8 21 15 8 6 71 
I try to work with other students to 
complete assignments 8 15 18 13 9 4 3 70 
If I have a question I ask the teacher 
first 1 7 12 18 15 13 4 70 
I like it when a classmate gives me 
help 1 2 7 21 18 16 5 70 
When I find work difficult I often give 
up 23 25 12 7 1 2 0 70 
When I become confused about 
something the first person I ask for 
help is a classmate 
1 7 15 18 12 14 3 70 
I ask the teacher to explain things I 
don’t understand 0 3 9 22 22 7 7 70 
I ask myself questions to make sure I 
understand my work 4 15 12 14 13 8 4 70 
I do my work on my own with little 
help from others 1 10 8 16 17 15 3 70 
I often participate in group tasks 0 4 6 11 17 21 11 70 
I know students who I can ask for help 1 0 6 18 16 18 11 70 
My teacher listens to and respects what 
students in the class say 1 2 2 10 10 23 22 70 
Other students listen and respect what I 
say 0 0 10 11 24 18 7 70 
If I have a question I ask a classmate 
first 2 7 14 22 17 6 2 70 
I do lots of worksheets in this class 1 3 9 17 16 14 10 70 
Even when I have trouble I try to do 
the work on my own without help from 
others 
1 8 15 25 11 5 4 69 
I do a lot of tasks in class where I have 
to work on my own 1 4 11 20 18 10 6 70 
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Even if I want to ask a question or 
share an idea I don’t, in case I get in 
trouble 
16 17 16 8 9 0 4 70 
I enjoy myself 0 8 6 10 18 14 14 70 
If I get confused with my work I sort it 
out afterwards 1 5 18 19 19 6 2 70 
I prefer working on my own 8 9 12 16 13 5 7 70 
My partner likes it when I give her 
feedback and help with her work 4 5 8 22 16 7 8 70 
          IN OTHER CLASSES 
Answer Options 
1.  
None 
At 
All 
2.  
Very 
Little 
3.  A 
Small 
Amount 
4.  A 
Fair 
Amount 
5.  
Quite 
A Bit 
6.  A 
Lot 
7.  A 
Great 
Deal 
Response 
Count 
I have the opportunity to share my 
thoughts and ideas with other students 1 3 6 17 26 15 2 70 
I am able to explain the things I learn 
or cover to a classmate or friend 0 0 5 18 26 19 2 70 
I come up with ideas but don’t share 
them with others 3 24 9 17 9 5 2 69 
I try and do the work on my own 
without help from others 1 4 9 16 15 16 8 69 
My classmates give me feedback and 
comments that help improve my 
learning 
2 8 21 16 10 8 5 70 
I work with other classmates 1 4 4 18 19 16 8 70 
When preparing for a test I work alone 
without help 0 5 7 17 17 17 7 70 
I look forward to this subject because I 
have the opportunity to participate in 
class discussions 
1 4 9 19 23 11 3 70 
I try to work with other students to 
complete assignments 4 8 20 17 15 2 3 69 
If I have a question I ask the teacher 
first 1 3 12 19 15 13 6 69 
I like it when a classmate gives me 
help 0 3 6 21 21 13 5 69 
When I find work difficult I often give 
up 24 20 12 7 4 2 0 69 
When I become confused about 
something the first person I ask for 
help is a classmate 
1 9 14 22 11 11 1 69 
I ask the teacher to explain things I 
don’t understand 0 1 6 17 28 9 8 69 
I ask myself questions to make sure I 
understand my work 3 15 11 20 11 5 4 69 
I do my work on my own with little 
help from others 1 9 9 17 15 13 5 69 
I often participate in group tasks 0 6 4 14 15 18 12 69 
I know students who I can ask for help 1 2 4 9 18 25 10 69 
My teacher listens to and respects what 
students in the class say 0 0 1 6 18 29 15 69 
Other students listen and respect what I 
say 0 1 5 15 22 20 6 69 
If I have a question I ask a classmate 
first 1 12 8 21 17 7 3 69 
I do lots of worksheets in this class 0 5 8 16 16 18 6 69 
Even when I have trouble I try to do 
the work on my own without help from 2 7 15 24 6 8 6 68 
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others 
I do a lot of tasks in class where I have 
to work on my own 0 4 6 22 19 16 2 69 
Even if I want to ask a question or 
share an idea I don’t, in case I get in 
trouble 
13 17 19 11 8 1 0 69 
I enjoy myself 0 0 5 17 19 15 13 69 
If I get confused with my work I sort it 
out afterwards 1 5 16 21 11 13 2 69 
I prefer working on my own 4 10 8 20 14 7 6 69 
My partner likes it when I give her 
feedback and help with her work 3 5 11 20 16 7 7 69 
          HOW IMPORTANT IS THIS THING TO HELP YOU DO WELL
Answer Options 
1.  
None 
At 
All 
2.  
Very 
Little 
3.  A 
Small 
Amount 
4.  A 
Fair 
Amount 
5.  
Quite 
A Bit 
6.  A 
Lot 
7.  A 
Great 
Deal 
Response 
Count 
I have the opportunity to share my 
thoughts and ideas with other students 0 3 11 11 15 17 13 70 
I am able to explain the things I learn 
or cover to a classmate or friend 1 2 4 16 17 17 13 70 
I come up with ideas but don’t share 
them with others 6 20 9 17 5 10 3 70 
I try and do the work on my own 
without help from others 1 3 5 14 12 21 13 69 
My classmates give me feedback and 
comments that help improve my 
learning 
2 6 10 8 14 18 12 70 
I work with other classmates 1 2 5 16 19 16 11 70 
When preparing for a test I work alone 
without help 2 6 8 17 13 9 15 70 
I look forward to this subject because I 
have the opportunity to participate in 
class discussions 
1 3 9 15 13 18 11 70 
I try to work with other students to 
complete assignments 2 8 11 14 14 10 10 69 
If I have a question I ask the teacher 
first 1 3 9 12 18 15 11 69 
I like it when a classmate gives me 
help 0 4 9 17 19 10 10 69 
When I find work difficult I often give 
up 24 15 7 11 4 3 5 69 
When I become confused about 
something the first person I ask for 
help is a classmate 
0 6 10 27 19 4 3 69 
I ask the teacher to explain things I 
don’t understand 0 1 2 14 14 19 19 69 
I ask myself questions to make sure I 
understand my work 0 11 7 17 19 11 4 69 
I do my work on my own with little 
help from others 1 6 8 14 18 12 10 69 
I often participate in group tasks 0 2 8 14 16 14 15 69 
I know students who I can ask for help 0 3 4 11 23 15 13 69 
My teacher listens to and respects what 
students in the class say 0 1 1 13 9 20 25 69 
Other students listen and respect what I 
say 0 0 6 9 17 21 16 69 
If I have a question I ask a classmate 
first 2 6 7 22 15 11 6 69 
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I do lots of worksheets in this class 2 6 10 24 12 10 5 69 
Even when I have trouble I try to do 
the work on my own without help from 
others 
2 9 9 20 18 7 3 68 
I do a lot of tasks in class where I have 
to work on my own 1 3 9 25 7 14 10 69 
Even if I want to ask a question or 
share an idea I don’t, in case I get in 
trouble 
17 14 15 13 3 4 3 69 
I enjoy myself 2 2 2 10 12 17 24 69 
If I get confused with my work I sort it 
out afterwards 2 4 10 20 13 10 10 69 
I prefer working on my own 5 9 6 12 18 7 12 69 
My partner likes it when I give her 
feedback and help with her work 5 5 7 18 11 10 13 69 
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DO YOU AGREE WITH THE FOLLOWING COMMENTS? 
MY TEACHER IN THIS CLASS 
Answer Options 
1.   
None  
At All 
2.  
Very 
Little 
3.   
A Small 
Amount 
4.   
A Fair 
Amount 
5.   
Quite A 
Bit 
6.  
A 
Lot 
7.   
A 
Great 
Deal 
Response 
Count 
Allows me to work with others 0 4 6 13 16 17 13 69 
Sets lots of tasks that I have to do 
on my own 1 5 13 20 19 9 2 69 
Gives me feedback and comments 
that help me improve my learning 1 3 8 10 16 16 15 69 
Encourages me to seek help from 
other students if I need it 1 4 10 22 20 9 3 69 
Allows us to talk about our work 
with each other 1 6 7 13 18 12 12 69 
Spends most of the lesson teaching 
me things and talking 0 0 3 19 17 12 18 69 
Allows me to ask my friends when I 
don’t understand something 2 6 13 14 16 13 5 69 
Sets tasks where I have to work 
with my classmates in order to 
complete them 
2 6 12 11 16 16 6 69 
Doesn’t like it when I work with 
others 20 21 12 12 1 2 1 69 
At times likes it when the class is 
quiet and we are all working silently 2 4 9 21 18 11 4 69 
Actively encourages other students 
to check and help me with my work 1 11 9 23 13 4 8 69 
Only uses the text book and other 
activities 2 12 12 21 12 8 2 69 
Encourages us to sit in groups 2 7 22 11 15 10 2 69 
Is the only one who checks my 
work 5 7 12 20 13 5 7 69 
Only lets me ask questions when I 
put up my hand 5 13 12 13 10 6 10 69 
Encourages us to think 
imaginatively and be creative 2 5 6 18 22 6 10 69 
Introduces new work by finding out 
what we already know and think 
about the topic 
2 3 9 23 17 12 3 69 
Tries different types of activities to 
help us learn in different ways 0 7 9 14 15 13 11 69 
Allows us to do different work 
depending on our interests 8 17 11 14 11 4 4 69 
Gets other students to check and 
review my work 5 11 17 15 10 7 4 69 
           
 
 
 
 
 
 
 
 
OTHER TEACHERS I HAVE 
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Answer Options 1.  None At All 
2.  
Very 
Little 
3.  A 
Small 
Amoun
t 
4.  A 
Fair 
Amoun
t 
5.  Quite 
A Bit 
6.  
A 
Lot 
7.  A 
Great 
Deal 
Response 
Count 
Allows me to work with others 0 4 0 16 26 16 6 68 
Sets lots of tasks that I have to do 
on my own 1 0 8 22 21 14 2 68 
Gives me feedback and comments 
that help me improve my learning 0 0 1 20 22 18 7 68 
Encourages me to seek help from 
other students if I need it 1 2 3 29 23 8 2 68 
Allows us to talk about our work 
with each other 0 2 4 21 26 11 4 68 
Spends most of the lesson teaching 
me things and talking 0 0 6 16 20 18 8 68 
Allows me to ask my friends when I 
don’t understand something 0 2 5 24 22 12 3 68 
Sets tasks where I have to work 
with my classmates in order to 
complete them 
1 3 10 20 22 8 4 68 
Doesn’t like it when I work with 
others 11 25 13 15 2 1 1 68 
At times likes it when the class is 
quiet and we are all working silently 2 0 7 20 18 16 5 68 
Actively encourages other students 
to check and help me with my work 0 7 12 25 12 6 6 68 
Only uses the text book and other 
activities 2 9 10 28 13 6 0 68 
Encourages us to sit in groups 1 5 18 22 16 4 2 68 
Is the only one who checks my 
work 2 10 9 28 9 7 3 68 
Only lets me ask questions when I 
put up my hand 3 4 14 20 17 6 4 68 
Encourages us to think 
imaginatively and be creative 0 1 3 22 24 10 8 68 
Introduces new work by finding out 
what we already know and think 
about the topic 
1 1 8 24 13 16 5 68 
Tries different types of activities to 
help us learn in different ways 1 3 6 17 26 11 4 68 
Allows us to do different work 
depending on our interests 6 11 14 16 11 6 4 68 
Gets other students to check and 
review my work 2 6 21 17 13 5 4 68 
           
 
 
 
 
 
 
 
 
 
 
 
 
 
HOW IMPORTANT IS THIS TEACHING STYLE IN HELPING YOU DO WELL? 
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Answer Options 1.  None At All 
2.  
Very 
Little 
 
3.   
A 
Small 
Amoun
t 
4.   
A Fair 
Amoun
t 
5.  Quite 
A Bit 
6.  
A 
Lot 
7.   
A 
Great 
Deal 
Response 
Count 
Allows me to work with others 2 3 8 14 9 17 15 68 
Sets lots of tasks that I have to do 
on my own 1 2 8 16 21 16 4 68 
Gives me feedback and comments 
that help me improve my learning 0 0 0 13 10 18 27 68 
Encourages me to seek help from 
other students if I need it 0 1 4 22 16 14 11 68 
Allows us to talk about our work 
with each other 0 2 5 14 14 13 20 68 
Spends most of the lesson teaching 
me things and talking 0 3 5 21 12 17 10 68 
Allows me to ask my friends when I 
don’t understand something 1 3 2 17 16 21 8 68 
Sets tasks where I have to work 
with my classmates in order to 
complete them 
0 1 10 20 17 14 6 68 
Doesn’t like it when I work with 
others 14 13 9 17 10 4 1 68 
At times likes it when the class is 
quiet and we are all working silently 1 5 7 25 10 9 11 68 
Actively encourages other students 
to check and help me with my work 2 4 8 26 15 6 7 68 
Only uses the text book and other 
activities 0 6 15 22 14 7 4 68 
Encourages us to sit in groups 0 5 15 20 14 9 5 68 
Is the only one who checks my 
work 3 6 12 21 13 10 3 68 
Only lets me ask questions when I 
put up my hand 5 8 12 19 15 3 6 68 
Encourages us to think 
imaginatively and be creative 0 2 5 20 18 7 16 68 
Introduces new work by finding out 
what we already know and think 
about the topic 
0 1 6 24 13 11 13 68 
Tries different types of activities to 
help us learn in different ways 0 0 4 15 20 11 18 68 
Allows us to do different work 
depending on our interests 1 11 12 19 6 10 9 68 
Gets other students to check and 
review my work 0 8 15 24 7 8 6 68 
 
         
         
         
 
 
